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ABSTRACT 
THE URBAN ELEMENTARY SCHOOL TEACHER: A FEMINIST ANALYSIS 
FEBRUARY, 1990 
PATRICIA COPPINGER MORRIS 
B.S.ED., BOSTON STATE COLLEGE, 1966 
M.ED., BOSTON STATE COLLEGE, 1978 
ED.D., UNIVERSITY OF MASSACHUSETTS, AMHERST, 1990 
Directed by: Professor Masha K. Rudman 
The dissertation highlights the many deeply rooted 
problems elementary school teachers in Boston face in 
trying to be caring, effective teachers. A brief history 
and demographic information of the Boston Public Schools 
provide the context for extensive interviews with ten 
middle-aged, female teachers. The intellectual rationale 
is provided with an overview of classic theories of adult 
development but is most strongly grounded in feminist 
scholarship. The dissertation provides an analysis of 
how patriarchal patterns and sexist prejudice in society 
undermine the respect for teachers and strip them of 
power, and how these patterns and prejudices silence 
teachers' voices within the Boston Public Schools. By 
asking these teachers to tell their stories, the 
dissertation reveals some of the myriad educational and 
vii 
societal factors that influence life in the urban 
classroom. 
The voices of the teachers, the heart of the 
dissertation, provide an eloquent plea for taking 
elementary school teachers seriously and including them as 
vital partners in school improvement. The voices of the 
women are organized according to certain issues that kept 
surfacing in their interviews. These issues were: the 
influence of patriarchy, being middle-aged and experienced 
teachers and a list of teacher concerns, including, 
sexual abuse of children, over emphasis on testing, the 
changing role of the school, the imposition of a single 
basal reader, poverty, and school administration. The 
reader discovers the remarkable insight, stamina and 
courage of these teachers in their daily encounter with 
the societal evils that their children fall prey to. 
A phenomenological style of interviewing constitutes 
the methodology of this dissertation. This feminist 
analysis makes public the lived experience and private 
reflections of these women who have chosen careers in 
service to others, often called "women's work. They have 
long spoken in private; now their public voices beg to be 
heard and valued as a powerful source for reform of the 
schools. 
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CHAPTER 1 
Let us acknowledge and welcome what everyone has 
always known - that more goes on in the classroom 
than the transmission of information. Let us 
welcome the intrusion/infusion of emotionality - 
love, rage, anxiety, eroticism - into intellect as 
a step toward healing the fragmentation capitalism 
and patriarchy have demanded from us. (Culley & 
Portuges, 1985, p.19) 
STATEMENT OF THE PROBLEM 
Introduction 
The woes of the City of Boston Public School 
System, (hereafter referred to as BPS), have been amply 
documented by the local press (Boston Globe, Boston 
Herald, Boston Phoenix). Each year, the School 
Committee, the Superintendent's Office and various 
commissions, such as the Citywide Education Coalition, 
release a host of statistics about declining reading 
scores, below national average SAT scores, appalling 
drop-out rates and student failure. (See Appendix A.) 
The dire news is followed by new initiatives, e.g., 
five-year plans, a single reading text for the whole 
system, longer school days and Saturday classes, calls 
for stronger educational leadership, decentralized 
administration. Amazingly, there is rarely any request 
for the opinion of the teacher. Yet, it is the teacher 
who is intimately connected to the students. It is the 
teacher, especially the elementary school teacher, who 
is the key to breaking the cycle of student failure in 
the Boston schools. And no one is asking the elementary 
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school teacher, the person with the most important role 
in the system in nurturing young students, about life in 
the classrooms. 
The enforced and accepted silence of the elementary 
school teacher has denied an enormously rich source of 
theory and practice to educational policy makers. This 
failure to consult the women who do the work is 
reflective of the prevailing patriarchal, hierarchical 
structure of our society in general and the schools in 
particular. Thus the issues of feminism and school 
reform are inextricably linked in any examination of the 
problems and issues facing urban elementary education. 
Elizabeth Janeway (1981), a feminist writer and 
analyst reminds us. 
We need a sense of possibilities, including 
possible social patterns. We need a feeling 
for the way images and roles change. Man's 
world and woman's place make up the human 
universe, and what we learn about the first 
two may help us deal with the last. (Janeway, 
1971, p.ll) 
Feminists begin any reformation or transformation 
of our society's institutions with a re-examination of 
those structures in light of the fact that women, at 
least half of the population, have not been involved in 
the theory or decision making of most major 
institutions, including the educational system. In the 
case of improving or revitalizing the Boston schools, a 
first step is the recognition that the elementary school 
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teacher, the person closest to the children, has not 
been involved in the analysis and prescription of 
educational problems. 
This research which elicits and reflects the 
reality and hopes of the classroom teacher uncovers the 
complex issues involved in school reform. 
My perspective as a feminist and as an experienced 
urban educator has profound implications for my analysis 
of current events in the Boston Schools. It has been my 
experience in Boston that teachers are not consulted in 
issues of school improvement. The elementary schools 
have not been of concern to the central administration 
or the media because they do not exhibit the spectacular 
violence, attrition, or drug and pregnancy-related 
problems that are apparent in the middle and high 
schools. The elementary school teachers are not a 
concern because the vast majority, women, have been 
socialized to be responsive to the needs of others and 
to feel personally responsible for their students and so 
they seldom agitate for change but would rather improve 
conditions at their own expense, financially and 
emotionally. 
Janeway looks at the larger society and reminds us 
that the "weak" can become powerful only if they act as 
themselves and for themselves; she calls for the weak to 
"disbelieve" the definition of themselves put forth by 
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those in positions of power. She reminds us that we 
must first seek a critical understanding before we 
proceed to therapy or intervention. 
If we begin by aiming at a cure, we are 
clearly assuming that we know the rights and 
wrongs of an enormously complex situation, 
that we know what needs curing, and how to go 
about it. We don't. And we never shall, 
unless we are willing to do nothing but listen 
and learn, to start without preconceptions - 
including the basic preconceptions that the 
thing to do about social problems is to "cure 
them, to make them go away and stop bothering 
us. (Janeway, 1971, p.33) 
Since the first step is a recognition that the 
personal experience and insight of the teacher has been 
left out of any statement of the problem of "What's 
wrong with the schools?", the second step is to listen 
to the voices of the teachers in the classroom. These 
steps are not action plans but part of a cognitive 
process; they reflect Dr. William Glasser's model of 
discipline in Schools Without Failure - if what you're 
doing isn't working, (See Appendix A) - stop and think! 
These first steps of acknowledging the absence of 
the voices of veteran women teachers in the literature 
of school reform and of eliciting their personal 
reflections of what life in the classroom is like are 
part of the feminist process of validating personal 
experience. The traditional scholarly emphasis on 
removing oneself from experience in order to discover 
the truth has been questioned by feminist scholars. 
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Women have been denied an understanding of their own 
experience by the patriarchal assumption that 
dichotomizes the physical from the emotional domains and 
the emotional from the rational. This tendency to 
compartmentalize has negative implications for our 
entire social order, from personal relationships to 
public policies and education. 
As long as we, the classroom teachers, say nothing, 
as long as we do not name our reality as we know it, our 
work will perpetuate a system that keeps women and 
children at the mercy of distant decision makers and 
"experts". By sharing and analyzing personal 
experiences, women can begin to empower each other to 
individual and collective actions for change of the 
"system" which is not a distant monolith but encountered 
daily in our reality in the classroom. 
The effects of sexism are especially pernicious in 
a "woman's profession." Not only are individual women 
the victims of sexism but the entire profession has been 
devalued and dismissed as woman's work. With all our 
knowledge and experience, elementary school teachers 
will remain powerless as long as we remain silent. 
If we wait for some authority to grant us 
permission to take our power, we will wait a 
long time; it is not in the interests of 
authority that we become empowered. 
Responsibility means being responsible to our 
own power. To take power is to be willing to 
speak the truth that rises in us, whether 
other people approve or us or not. When the 
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sacred comes alive in us, we become 
responsible to the truth we alone can tell 
(Starhawk, 1987, p.193) 
Rationale 
In the comparatively small arena of the BPS, there 
are all the issues of hope and despair, of good and 
evil, of potential and stagnation that any human 
institution offers. 
Peggy McIntosh, Program Director at the Wellesley 
College Center for Research on Women, developed a 
theoretical model that demonstrates the significance of 
listening to the voices of women. 
All institutions and psyches have both public, 
competitive functions and, underlying these 
and making them possible, a substructure of 
the ordinary work of upkeep, maintenance, and 
making and mending of the social fabric. 
(McIntosh, 1985, p.10) 
She also uses the image of the pyramid, (See Figure 1) 
to show that our society reserves the small space at the 
top for concentrated money, power, and decision-making; 
these are often the functions of White males born to 
circumstances of cultural power. The more ordinary 
functions have either no visibility at all in most of 
what we read and do and think and are told, or very 
little visibility, and have seldom been named, 
identified or valued. 
These functions, such as teaching children, or 
nursing, have been projected onto women. These are the 
functions "of loving those who cannot help us 'get 
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anywhere , ... being a person intimately involved with 
others for the sake of the involvement. They are not 
what the world calls the functions of achievement or 
success. (McIntosh, 1985, p. 11) N0r are they rewarded 
with praise, status or money. in fact, they have often 
been devalued and ridiculed, e.g. "Those who can, do; 
those who can't, teach." 
less territory but 
more power 
praise 
press and prizes 
far more territory 
more people but 
1itter power or 
privilege 
Figure 1. Pyramid Image of Patriarchy 
This dissertation, as feminist scholarship, 
contributes to a process of re-seeing women and the 
"women's profession" of teaching elementary school. 
Feminists rename some labeled weaknesses of women as 
potential or actual strengths to offer to the broader 
society, such as, trying to see other points of view 
rather than the "right" answer, acknowledging the 
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complexity of social problems and rejecting the "quick 
fix." (Gilligan, 1982, McIntosh, 1985, Miller, 1976, 
1986) . Accepting female characteristics and insights 
and incorporating them into the functioning of our 
schools and society does not mean to glorify only these 
qualities or to set up a parallel matriarchal system, 
but means to enrich human experience by incorporating 
values that have been missing in the unexamined 
patriarchal constructs operative in our society. 
Because our image of human possibility is built on 
what men have done and what men have said is 
possible, we have not been able to conceive of more 
than "man" as so far defined." (Miller, 1976, p.76) 
Listening carefully to the voices of women who have 
been teaching in the city schools for at least fifteen 
years, sharing their reflections with a larger audience, 
and taking them seriously are some of the aspects of 
feminist theory that I make operative in my research and 
writing. The stories and reflections of the teachers 
about their experiences illustrate the failure of the 
educational system in the urban public schools to be a 
nourishing, supportive environment for students and 
teachers. This failure results in a catastrophic waste 
of human intelligence, imagination and creativity in a 
world that is crying out for such qualities. 
I have alerted the reader to their words by putting 
them in ordinary citation form with asterisks *** ***. 
My own personal responses follow the same format with my 
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initials (pcm) at the end. I honor their words as a 
source of information and knowledge. Their stories 
illustrate the complex social and institutional factors 
that influence the professional life of the elementary 
school teacher in Boston. The personal stories that 
these teachers tell have much wider political 
implications about what kind of society we maintain and 
support in our public institutions which profess to care 
for our children. 
Teachers are at the center of any attempt to break 
the cycle of discouragement and failure in Boston. My 
perspective, gained from research, experience and the 
testimony of colleagues, is that in order to improve the 
BPS, or any traditional educational system, the 
"powerful" need to listen to and attend to the veteran 
teacher in a manner that is not hierarchical or 
patronizing. This research gives veteran teachers a 
voice, and affirms their concern, their intelligence and 
their creativity. 
Listening to their voices is a beginning of the 
process of empowering women and teachers. Eleanor 
Duckworth, an associate professor at Harvard University 
Graduate School of Education and advisor to the Harvard 
Teachers Network, says: 
Teachers now need support for themselves as 
professionals. They are now cogs in the 
bureaucracy, their voices have to be seen as 
important ... The time has come to listen to 
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teachers, to value what they know and what 
they need to know." (Duckworth,1986, p. 1) 
It is time to listen to and encourage the 
reflections of the veteran teacher. It is time for 
educators to acknowledge that knowledge and problem 
solving can be a collegial, bottom-up construction. The 
workers also have ideas that contribute to viable 
alternatives and excellence; there are other ways to 
solve problems than the top-down directive, the "expert" 
solution. 
Teachers are not simply parts of some 
mechanism of social reproduction; nor are 
their lives dictated by the demands of 
capital, racism, or patriarchy in such a way 
that they are mere automatons. Teachers are 
actors and agents in complex social sites 
where social forces powerfully shape the 
limits of what is possible. (Weiler, 1988, p. 
148) 
Hopefully, this academic work will be one step in 
ultimately improving the daily lives of the teachers and 
students in the elementary schools of Boston and beyond. 
Following a feminist tradition, I hope this inaugural 
work will spark a variety of ideas in others interested 
in naming and then re-imaging the reality in our lives 
to include the voices of women and so lead to a richer, 
less alienated, more energetic life for all of us. 
We are standing on a precipice facing such 
possibilities as nuclear destruction, 
worldwide famine and depletion of our natural 
resources, industrial contamination, and death 
in many forms. These are the fruits of a 
world ruled by the patriarchal mode - of what 
I call the "dynamic of domination," in which 
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profits and property have priority over people 
• • • 
(Bunch, 1987, p. 329) 
Clearly, my experience as a woman and as a teacher 
have led me to this topic. My life's work has been in 
the Boston Public Elementary Schools. I am part of that 
group of middle-aged women who chose elementary school 
teaching in the city for a variety of reasons, among 
which was and is "wanting to make a difference." We 
have been demeaned, disrespected and blamed, and too 
often we have internalized these attitudes. The 
perceptions of others concerning the career of 
elementary school teaching is but one of the factors 
that influence the working conditions of the teacher. 
After a few years of sadness and anger early in my 
career over this situation, I decided to ask, "Why?" 
This scholarly work is an effort to understand some 
of the unexamined assumptions of the patriarchal 
structure of our society which influence our elementary 
schools. These internalized limitations certainly 
contribute to the feelings of frustration and failure 
among my colleagues while they work and persevere in the 
urban classroom. The pervasive patriarchal structure 
existing in our society has only recently come to light 
with a feminist critique and analysis of why women have 
been missing, or minimally present, in the public 
domain, or the theory making portion of our culture. 
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Definitions 
Patriarchy 
There is a growing understanding of the concept of 
patriarchy as evidenced in the following definitions 
sequenced in chronological order as well as intensity. 
According to Webster's New Collegiate Dictionary. 
(1956), 
pa'tri-arch'y, n.; A state of social 
development characterized by the supremacy of 
the father in the clan or family, (p. 616) 
Adrienne Rich, a feminist poet and theoretician, 
adds to our understanding with another definition, 
Patriarchy is the power of fathers: a 
familial-social, ideological, political system 
in which men — by force, direct pressure, or 
through ritual, tradition, law and language, 
education, and the division of labor, 
determine what part women shall or shall not 
play, and in which the female is everywhere 
subsumed under the male. It does not 
necessarily imply that no woman has power, or 
that all women in a given culture may not have 
certain powers..(but) whatever my status or 
situation, my derived economic class, or my 
sexual preference, I live under the power of 
the fathers and I have access only to do so 
much of privilege or influence as the 
patriarchy is willing to accede to me, and 
only for so long as I will pay the price for 
male approval. (Rich, 1979, p.33) 
Mary Daly, feminist theologian and philosopher, 
delights in first defining and reclaiming for feminism 
the word "Webster", a female weaver of words and word 
webs, and then patriarchy in her Websters' First New 
Intergalactic Wickedarv of the English Language, (1987). 
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patriarchy, n. 1: society manufactured and 
controlled by males: Fatherland; society in 
which every legitimated institution is 
entirely in the hands of males and a few 
selected henchwomen; society characterized by 
oppression, repression, depression, 
narcissism, cruelty, racism, classism, ageism, 
objectification, sadomasochism, necrophilia; 
joyless society, ruled by Godfather, Son, and 
Company; society fixated on proliferation, 
propagation, procreation and bent on the 
destruction of all Life. 2: the prevailing 
religion of the entire planet, whose essential 
message is necrophilia. (Daly, 1987, p.87) 
My definition of patriarchy borrows from all of the 
above. In this dissertation I use the term patriarchy 
to describe the buried, often unexamined assumptions of 
those systems with which we interact daily, such as 
government and education, and which were devised without 
the participation of women as equal theory builders, for 
example the health profession and the legal system. 
These systems always contain some elements of 
hierarchical valuing; that is, all reality fits into a 
linear evaluation from inferior to excellent. Needless 
to say, in this scheme White, affluent, Judaeo-Christian 
advantaged men and their opinions are at the 
"excellent” end of the spectrum, and all of the rest of 
humanity and the nature is assigned to some relative 
place below them. Feminist scholarship is in the 
process of examining our institutions, the arts, 
science, even the way we think, for patriarchal 
influences. This research focuses on the hidden 
patriarchal assumptions in elementary school teaching as 
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they bear on female educators self perception and 
experience. 
Feminist 
A feminist perspective does not seek to construct a 
parallel to the patriarchal system but does seek to 
offer a more egalitarian, holistic perspective that will 
give voice to those people who have ideas, visions, 
methods and years of experience but who have not been 
listened to or valued. Feminism cannot be separated 
from a political vision that seeks to change existing 
institutions; it addresses the future for men as well as 
women, for boys as well as for girls, by seeking 
transformation of patriarchal policies. 
Just as our understanding of the philosophical and 
practical implications of patriarchy has grown so has 
our understanding of the term feminism. Historically, 
the first wave of feminism rose in the 1830s as an 
integral part of the antislavery movement. The second 
wave of feminism rose in conjunction with the civil 
rights and peace movements of the 1960s. Issues of race 
and class are always intertwined with feminist concerns, 
even if they are not acknowledged, since women are part 
of every class and race. It is necessary to recognize 
the pluralism of different groupings in the women's 
movement. 
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According to Websters New Collegiate Dictionary. 
(1956), 
fem'i nism, n..; 1. Feminine character or 
characteristics; also a feminine expression. 
2. The theory, cult, or practice of those who 
advocate such legal and social changes as will 
establish political, economic and social 
equality of the sexes. 
That part of the scholarly community, that is 
committed to understanding women's issues, is 
reflecting, researching and writing about what the 
feminine character is, who has defined it in the past, 
how it has been formed and to whose advantage. The 
scope of the legal and social changes that are necessary 
for true equality are only now being observed and 
investigated in our institutions, such as, the legal 
system, the schools, and the corporate world. 
Bettina Aptheker, scholar and activist, tells us: 
A feminist vision in modern times is one in 
which the concept of equality goes well beyond 
the notion of legal, political, and economic 
equality between women and men. In a modern 
sense, the concept of equality is a 
transformative one, a revolutionary idea. It 
means that women will have at least as much as 
men to say about everything in the arrangement 
of human affairs. In short, "feminist" in the 
modern sense means the empowerment of women. 
(Aptheker, 1982, p.5) 
Gerder Lerner, a leading historian and pioneer in 
Women's Studies, cautions: 
Feminism is a term commonly and quite 
indiscriminately used. Some of the currently 
used definitions are: 
(a) a doctrine advocating social and political 
rights for women equal to those of men; 
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(b) an organized movement for the attainment 
of these rights; 
(c) the assertion of the claims of women as a 
group and the body of theory women have 
created; 
(d) belief in the necessity of large-scale social 
change in order to increase the power of women. 
Most persons using the term incorporate all the 
definitions from (a) to (c), but the necessity for 
basic social change in the system to which women 
demand equal access is not necessarily accepted by 
all feminists. (Lerner, 1986, p.236) 
The depth and complexity of the few definitions of 
these two terms will alert the reader to how deeply 
rooted in the total fabric of society are the issues 
they raise. Patriarchy permeates all our institutions 
and all areas of our lives. "For this reason, even the 
naming of woman's oppression is an exhausting 
enterprise." (Aptheker, 1982, p.6) 
Thus, feminism is both a way of thinking and a 
way of acting, and the union of action and 
thought is central to feminist programs for 
social change. (Anderson, 1983, p.9) 
In this dissertation, the term feminism ivites a 
radical critique of all institutions, fields of 
knowledge, and traditional wisdom in the light of 
feminist philosophy. A feminist philosophy begins with 
the premise that women have been marginalized by a male 
domination called patriarchy. It is a profound moral, 
psychological, and theological revaluation of what it 
means to be human. Contrary to patriarchy, a feminist 
perspective is inclusive of other marginalized groups 
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referred to as like people of color, children, and those 
"lower class." 
Background to the Problem 
This dissertation is in the current of feminist 
scholarship which seeks to redress the sexist bias, 
omissions and distortions in conventional research by 
altering the nature of the knowledge sought. It honors 
experience as a source of theory as well as the 
traditional abstract principles. 
New text books, new curricula, new superintendents 
are not going to turn the schools around. Just as there 
are students-at-risk, there are teachers-at-risk. The 
teachers, acknowledged and empowered, can turn the 
system in a new direction. 
The teachers are the true experts on 
education, and our public schools, with all 
their formidable problems, are salvageable. 
But those who would propose answers to our 
problems would do well to first consult 
teachers and learn what the right questions 
are ... Without greater attention to the 
concerns of the practitioners, education 
reform efforts will continue to flounder, and 
in our beleaguered schools it'll be business 
as usual. (Urbanski, 1986, p.14) 
In recent years we have seen numerous national 
reports on education in the United States, like A Nation 
Prepared : Teachers for the 21st Century, (1986), 
calling for reforms and excellence in teacher 
responsibilities and rewards. The problems of the 
Boston Schools reflect the problems of most of urban 
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education in the United States. Boston has some unique 
historical particularities which have affected the 
elementary school teachers and students and will be 
presented in this Chapter and in several of the 
Appendices. 
Elementary education is an enterprise of vast 
proportions in this nation; and for each child 
it is an experience of unsurpassed importance. 
After the family, elementary school is them 
most influential institution in children's 
lives; helping to shape first and lasting 
views of themselves, molding aspirations and 
skills, introducing them to their country, 
their culture, to the universe itself. Yet 
since 1953, no major national report has 
examined the condition of elementary 
education. (Bennett, 1986, p.l) 
These words of the United States Secretary of 
Education, William J. Bennett, can be found in the 
Introduction to his sixty-six (66) page report, First 
Lessons: A Report on Elementary Education in America. 
It is sad, but not surprising, that such lip service is 
paid to the immense importance of the elementary schools 
in the lives of our children, yet there is no sustained 
commitment to real change at this level of schooling. 
Budgets are the more accurate indication of priorities, 
better than statements of philosophy and booklets on 
education. 
The U. S. government budget is a political 
document that mandates the distribution of 
this country's massive federal resources. 
Where the money goes, tells us what is 
considered important by those who put the 
budget together. The Reagan administration, 
with the help of a compliant Congress, has 
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allocated about 60% of our total budget to 
military expenses. If we make a breakdown of 
where our annual individual federal tax 
dollars are spent, we get a good picture of 
current priorities: 55 cents of every tax 
dollar goes to military, 2 cents to housing, 
2 cents to education. 2 cents to food and 
nutrition, 7 cents to health and 2 cents to 
natural resources and environment. (WAND, 
1988, Women’s Peace Initiative, Cambridge, MA, 
p.l) (emphasis added) 
It is apparent that current priorities of the 
federal government are not in nurturing or educating the 
future generation. Two cents of every dollar speak to 
the real importance our national elected officials 
assign to the school life of our children. 
On April 26, 1988, Secretary Bennett released a 
five-year up-date on the Nation at Risk study that said 
the gap between the rich and poor, the minority and 
majority populations in our educational system, 
particularly in urban centers, was intolerable and 
causing long-term problems to our economic life in the 
world market. It said some progress is being made in 
narrowing the test score results between minority and 
majority students, but the progress is not happening 
fast enough. All of the problems and issues that are 
identified on a national level are exponentially 
multiplied in an urban school system. The prevailing 
social trends of "the increasing number of single parent 
homes; escalating inflation, dwindling federal and state 
financial resources; increased family disruption and 
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violence; increased street crime and the drug culture; 
as well as a shift in immigrant student population 
reflecting a greater diversity of race, culture and 
primary language," are part of the generic environment 
of urban education. 
(Brophy and Walsh, 1986, p.58). 
To these national trends we must add the peculiar 
conditions that have affected Boston teachers in the 
last two decades. Rapid turnover in the 
Superintendent's office, court ordered desegregation, 
massive layoffs of colleagues, two intensely debated 
strikes, state mandated mainstreaming of students with 
special needs (Chapter 766), Proposition 2 1/2, and 
numerous curricular changes are but some of the more 
critical factors that have added to the already enormous 
personal and professional challenge of urban education. 
The schools do not exist in a vacuum; they are a 
piece of the larger society. Following is some 
information about the human context of the elementary 
schools in Boston; information about the students 
appears in Appendix E. 
Teacher Profile 
In the generally more conservative climate of 
the 1980s, ... teachers are struggling against 
the increasingly technocratic control of 
public schools, a greater reliance on 
standardized testing, and a public cry for 
"the basics" in education. ... As a feminist 
and a teacher I know that women teachers of my 
generation are struggling with feminist issues 
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nooSUr ow” lives and in our teaching. (Weiler, 
±yoo, p. i) 
Demographics. it is essential to understand the 
people who do the teaching, both "in their own voice" 
through in depth interviews about the meaning that they 
make of their lives and a demographic analysis of the 
teaching staff. 
Boston has 76 elementary schools with 960 regular, 
tenure track elementary school teachers. This number 
does not reflect permanent substitute teachers, special 
education teachers, or the specialists such as speech or 
reading teachers. As of May 28, 1987 there were 30,951 
students in the elementary schools. 
Figures 2 and 3 are graphs, which visually simplify 
three long computer print-outs of the City of Boston 
elementary school staff as of May 28, 1987. Figure 2 
shows the elementary school teacher population by age 
and sex; Figure 3 shows the teacher population by 
seniority date and sex. Even the most cursory reading 
of these graphs reveals the "bulge" of middle-age women 
teachers in the elementary schools. 
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Figure 2. Elementary School Teachers by Sex and Age as of 
May, 1987. 
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Figure 3. Elementary School Teachers by Sex and Seniority 
as of May, 1987. 
The factor of race has figured strongly in the 
Boston Schools in the recent past, during court mandated 
hiring and the budgetary reduction-in-force. There are 
273 female Black teachers and 13 male Black teachers. 
There are 542 female White teachers and 120 male White 
teachers. Five females and 1 male represent the Asian 
elementary teacher population. There are 5 female 
Hispanic regular elementary teachers and no males. One 
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Native American female teacher is in the regular 
elementary school classroom. 
Analysis of the data reveals that there are 826 
female teachers and 134 male teachers in the regular 
education classrooms of Boston. The males represent 
less than 14% of the total population, rather evenly, if 
thinly, spread out among the ages. However, in the 
youngest cohort, ages 24 to 35 years old, there are only 
three male teachers in the regular elementary school 
classrooms of Boston. 
Male teachers represent only a fraction of the 
total population of the teaching staff in the elementary 
schools. They will not be included in this research 
since my aim is to hear the voices of women teachers; I 
do suggest, however, that they be the subjects of 
further research since they are members of the dominant 
culture and benefit in some ways from the male bias 
inherent in the curriculum. (Bunch, 1986, Culley and 
Portuges, 1985, Howe, 1984) 
[I]f we are looking for a coeducational 
curriculum, a coeducational faculty, 
coeducational assumptions about the rights of 
both sexes to work at the same jobs and for 
equal pay, even coeducational assumptions 
about the rights of men and women to share in 
the drudgeries and joys of family life: we 
will not find .... it anywhere, except perhaps 
in our dreams of a more perfect future 
society. (Howe, 1984, p.209) 
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If the population of the Boston elementary school 
teachers is broken into cohorts of a five year span, and 
by gender, it becomes clear that the faculty of the 
elementary schools is predominantly White, female and 
middle aged. 
Table 1. Distribution of Elementary School Teachers in the Boston 
Public Schools 
Numbers by Aqe and Gender 
Aqe Women Men Total 
69-65 12 0 12 
64-60 48 12 60 
59-55 104 18 224 
54-50 85 30 115 
49-45 140 32 172 
44-40 231 25 256 
39-35 140 23 163 
34-30 47 1 48 
29-25 20 0 20 
24-23 1 0 1 
Women between the ages of 35 and 59 are the most 
numerous in the population of elementary school teachers 
in Boston. Boston's figures. however, are even more 
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dramatic than the national trend of "the graying of the 
faculty (Crow, 1985, p.281) because of massive layoffs 
of younger teachers due to the budget cutbacks as a 
result of Proposition 2 1/2. 
In addition to the factors of age and seniority, 
the structure of the schools, nationally and locally, 
reflect the sex stereotyping prevalent in educational 
systems. The following are national demographics. 
87% of elementary school teachers are women, 
90% of principals are men. (Freedman, Jackson, 
& Boles, 1988, p.19) 
Teaching is a female profession. Sixty nine 
percent of today's public school teachers are 
women ... compared with 35% of working college 
graduates. Teachers are older than other 
working college graduates. Forty-one percent 
of today's public school teachers are from 35 
to 44 years old, compared with only 27% of 
college-graduate work force. (Feistritzer, 
1986, p. 11) 
Silenced Educators. The elementary schools of 
Boston operate on the patriarchal model of education 
begun in monasteries in the Middle Ages; the chain of 
command is clearly a hierarchical structure (See 
Appendix B). This model held together and worked for 
small groups being educated at a time when the 
prevailing philosophy and world view was based on a 
theocentric concept that demanded faith and obedience to 
authority. 
[T]he curriculum I had been taught from, and 
the very one I was passing on to my students, 
was ... White middle-class, male-centered and 
male-biased. Countless studies and other 
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kinds of analysis now exist to demonstrate the 
cultural sexist bias of the curriculum. (Howe, 
1984, p. 177) 
Today, the concepts of democracy, individual rights, 
pluralism, diversity, multiple intelligence (Gardner, 
1984), affective modes of education, even qualitative 
research, are accepted in the intellectual community. 
However, the BPS and many other institutions have not 
caught up. 
This creates a frustration and a dissonance in the 
working conditions of the schools. Teachers are 
required to study child development courses, then 
mandated to give quantitative exams to all children in a 
grade level regardless of the developmental stage of the 
child. Teachers are required to develop critical 
thinking skills in their students yet are not consulted 
about the content of their own work; rather, they are 
subjected to various curriculum directives such as 
teaching metric measurement (1982) , or a "universal" 
basal reading text (1988) . 
As the Boston schools have experienced since 1982, 
curriculum reform is not enough. If you do not reach 
the people who "deliver" the curriculum, (i.e. the 
teachers) the content, the intent, the attitudes and 
values of the curriculum will not be passed on to the 
students. It is the teacher, the person in the 
classroom with the students, who needs to tell the 
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reformers and the "powerful" what kind of support and 
encouragement is necessary to create or continue to 
create an environment that is conducive to learning and 
growth. 
Those who have been interested in educational 
reform and teacher improvement have focused, 
by and large, on bow to improve teaching 
methods, examine teacher-student interactions, 
apply effective schools research, get teachers 
involved in staff development, and the like. 
They have questioned the rewards of teaching, 
the institutional arrangements and structures, 
and the political, social, and economic 
factors that influence, perhaps even oppress, 
the teacher. Such research yields information 
about teaching, but while it may be necessary 
and informative, it is not sufficient, for it 
looks at teaching from outside the teacher. 
(Bolin & Falk, 1987, p. 10) 
Too often, the complex, intricate world of the classroom 
is ignored in favor of developing programs for teachers 
that address only the technical skills of teaching and 
delivering information. Too often, the interior life of 
the teacher, the part of the vocation which motivates 
and sustains service, the "meaning making" is ignored 
(Kegan, 1982). 
Too seldom are teachers asked to examine the larger 
social and institutional forces that shape and limit 
their lives and the lives of their students. Too seldom 
do we acknowledge and respect the critical influence an 
elementary school teacher can have on the lives of young 
people. This feminist research asks the veteran female 
teacher to share her reflections on her work and the 
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meaning she has made of her life's work. It is only by 
acknowledging and accepting the complexity of the 
systems operative in our lives that can allow us to 
begin to identify how to transform them for the service 
of all. 
Organizationally, in the BPS an elementary school 
teacher is responsible to a principal who is responsible 
to one of three community superintendents who in turn is 
responsible to the superintendent who has the final say 
in all educational matters, subject to the approval of 
the elected School Committee. (See Appendix B) The 
Boston Teachers Union is negotiating with the central 
administration for more school-based management in which 
a panel of teachers, parents, administrators and 
students will have more influence and power in decision 
making at the school level. This is a hopeful, realistic 
plan but not yet a reality. 
Recent BPS practice, such as the universal basal 
reader, has systematically deskilled the teacher, that 
is, much decision-making and many opportunities for 
creative solutions to immediate educational issues have 
been taken away from the teacher, and replaced with 
administrative directives about schedules, texts and 
tests. 
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Lack of Professional Support Systems 
The belief that teaching children is "woman's true 
profession" (Freedman, 1982, p.2) is part of the 
patriarchal assumption that "lower" education is not as 
important or valuable as "higher" education and so does 
not have the same right to resources. This operative 
assumption is seen in the neglect of services and 
especially the lack of programs of professional 
development and support in the elementary schools of 
Boston. It is little wonder, given the stresses of 
working in an undervalued, woman's career that burnout 
is such a pervasive phenomenon. 
Teacher Burnout. 
Some teachers do just enough to keep everyone 
off their backs. And since no one listens, why 
should they care? Not caring becomes a 
disease very prone to contagion. Cynicism 
becomes a matter of coping with frustration 
and repeated disappointment. (Urbanski, 1986, 
p. 44) 
The BPS staff has been under prolonged and intense 
strain, often approaching "burnout", as they work with 
so many societal and professional changes. They find 
themselves in a vise of increasing and multiple demands, 
and devoid of any formal, systematic support systems - 
the criteria of the recently named condition of 
"burnout". This is not an individual problem of 
personal failure to sustain commitment, but a condition 
that is a result of conflicting demands, internalized 
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pressures and inability to resolve the situation that 
produces the demands and pressures. Burnout, then, is a 
systemic institutional issue, not the personal depletion 
of finite resources of patience and dedication that has 
been used to explain teacher alienation. 
The newly defined phenomenon called "burnout, a 
term recognized instantly in the 1980s" (Casteel, 1984, 
p.3), was first described by Dr. J. Freudenberger in 
1974. Ihere are numerous definitions of burnout, both 
popular and scientific, and although often associated 
with work related issues, particularly with human 
service personnel, Freudenberger and North claim that 
the locus of burnout varies, and regardless of its 
origin, affects all aspects of one's life. 
It is an exhaustion born of excessive demands 
which may be self-imposed or externally 
imposed by families, jobs, friends, lovers, 
value systems or society which deplete one's 
energy, coping mechanisms, and internal 
resources. It is a feeling state which is 
accompanied by an overload of stress, and 
which eventually impacts on one's motivation, 
attitudes and behavior. (Freudenberger and 
North, 1985, p.9) 
The issue of burnout is political as well as 
systemic; it is a fallacy to see it as a purely personal 
psychological phenomenon. Ianni and Reuss-Ianni (1983) 
describe burnout as a malady with specific contemporary 
roots in Western society and suggest that it seems 
related somehow to modern living. This does not 
preclude the possibility that it has always existed and 
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has only recently been recognized and labeled. 
Christina Maslach (1981), a psychologist at the 
University of California at Berkely, one of the initial 
researchers on the topic, defines burnout as a 
progressive "syndrome of emotional exhaustion and 
cynicism". She has done extensive research which 
demonstrates that the burnout syndrome occurs most 
frequently among individuals who do 'people-work' of 
some kind. It manifests itself when 
... workers feel they are no longer able to 
give of themselves at a psychological level. 
... a depersonalization, (and) a dehumanized 
perception of (students) ... the tendency to 
evaluate oneself negatively, particularly with 
regard to one's work. (Maslach and Jackson, 
1981, p. 99) 
Professional Development. The conditions and 
problems associated with urban education and the Boston 
Schools have not developed overnight. The solutions 
will not be a quick fix. Up to this point in time, any 
attempt to deal with professional needs of Boston's 
elementary school teachers has been temporary, haphazard 
or localized at best. Several grants enabled committees 
to study models of professional development for high 
school teachers, and to survey high school teachers 
about their needs, (BIC, 1984). Middle schools and high 
schools have altered their administrative structures to 
encourage and provide for faculty development through 
peer meetings with Directors of Instruction, (BIC, 
32 
1984) . No such studies or structures are in place for 
the elementary schools. 
From the beginning, a public school elementary 
teaching career is isolated, private and lonely. 
(Goodlad, 1984, p.187, Liberman and Miller, 1984, p.ll) 
In Boston, until the 1969-70 school year, elementary 
school teachers spent the entire day with their classes 
including lunch period. At the discretion of the 
principal or vice-principal, they would take turns at 
recess yard-duty. Today, they have a 40 minute lunch 
period, part of which includes escorting children to the 
bathroom and lunchroom, picking them up to return them 
to the classroom, or mediating behavior problems during 
the lunch period. In the school year 1987-88, the 
Boston Teacher's Union bargained for a 90 minute per 
week "professional development" time for each classroom 
teacher. This time is often interrupted and spent in 
isolation. 
Prior to 1980, the professional development 
needs of the Boston teachers had been 
addressed in an inconsistent and ineffective 
way; in general it had been left up to the 
individual initiative of the classroom 
teacher. When formally conducted, 
professional development programs were 
directed to teachers without tenure, i.e., 
teachers in their first three years of 
employment. With the passage of Proposition 2 
1/2 in 1980, and the subsequent closure of 
Boston's Department of Professional 
Development, professional development programs 
came to a halt. (BPS, 1984) 
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Although professional development is an 
acknowledged priority" of Superintendent Wilson and of 
the Boston Education Plan (1986), there has not been the 
financial nor the personnel commitment to implement the 
notion into reality. in 1989, all Professional 
Development Days were cancelled because of court cases 
in September concerning the assignment of students and 
the closing of schools. Federal and state grants, "soft 
money , are the source of central office expenditure on 
professional development activities. 
Historical Background of the Problem 
This portion of the dissertation documents the 
historical and institutional factors, over the past 
twenty-five years, that have had a great influence on 
the learning environment or the working conditions in 
the elementary schools of Boston. An historical 
overview serves to provide the context for the words of 
the teachers in Chapter 4 and illustrates the 
patriarchal, hierarchical nature of the decision making 
process in the school system. It is also another way to 
indicate the complexity of the educational task that 
Boston's teachers have faced as they work with their 
students. 
It is critical in this feminist analysis of what 
life in Boston Elementary Schools is like to look at 
administrative actions and mandates, to put them in the 
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local historical context, as well as to consulting those 
who are with the students and who feel the 
responsibility and care for them. When the history is 
examined for the assumptions that are operative , though 
unstated, perhaps even unconscious, we see in retrospect 
that those in positions of power increasingly seek to 
control teachers by denying them control over resources 
and schedules, demanding quantifiable results on tests, 
and scapegoating teachers for not being effective. The 
elemental thesis of this dissertation is that these 
teachers are not valued, and are in fact demeaned, when 
they are not asked what it is they know about their 
students and their responsibilities. Why have we 
assumed that those in authority know more or care more 
for the children than the teachers who have been 
intimately connected to them for many years? 
During the last twenty five years, (1963-1988) 
Boston has experienced all the national as well as the 
local conditions affecting public education. There has 
been a national trend of federal budget cutbacks for 
education after a period of largess during the "War on 
Poverty" in the late 1960s. An increase in the amount 
and diversity of the immigrant population, the aging of 
the teaching force, and increased social and academic 
expectations of the schools coupled with lessened 
respect and increased blame, have contributed to the 
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experience of profound discouragement and exhaustion for 
the classroom teacher. 
Administrative Changes. During the past twenty 
years, the school-based personnel in the City of Boston 
have been on an enforced emotional roller coaster. They 
have taught under the direction of eight different 
superintendents in nine administrations. (See Appendix 
C) Each administration has had a personal agenda, a 
different administrative staff, a reorganization plan 
and a new set of priorities. Many faculty have 
experienced the situation where directives, programs, 
staff, and mandates go away with the next 
administration. This practice has not encouraged the 
staff to commit to new programs or initiatives and has 
encouraged a sense, among the teaching staff, of 
administrators as "carpetbaggers" who are always looking 
for "bigger" more prestigious jobs elsewhere. The 
teachers have felt alone in trying to make the 
classrooms work. The constant change in administration 
is but one of the many factors, which deprives the BPS 
staff and students of the conditions necessary for 
effective education. 
Union Activity. In November, 1965, the Boston 
Teacher's Union (BTU), AFL-CIO, after several years of 
campaigning, was voted in as the collective bargaining 
unit of the Boston teachers. The more militant BTU took 
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the place of the Boston Teachers Alliance, a 
professional association that did not acknowledge the 
right of teachers to strike. Junior and senior high 
school teachers, with a higher percentage of male 
teachers, were the strongest supporters of the BTU. The 
Boston Teachers Alliance had been favored by the 
predominantly female elementary teachers. 
In May of 1970, the Union had gathered enough 
strength to call a strike which lasted for 23 days; the 
issues were pay and working conditions. Participation 
by the elementary school faculty was minimal. There 
were deep and intense feelings in every elementary 
school about the "right of teachers to strike". Less 
than a third of the elementary school staff went out on 
strike, in some schools as few as one or two people. 
The Union organized picket lines for every school; the 
behavior and language of the picketers were less than 
professional to say the least. For years colleagues 
asked one another, "Did you go out on the strike?" or 
"Were you a scab?" This division caused long lasting and 
deep bitterness among colleagues. 
In the spring of 1975, five years after the first 
strike, when the divisive feelings of the first strike 
were beginning to be forgotten, there was another 
strike. This time there was much greater participation 
by the elementary school faculties. By this time, 
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teachers did not trust the administration. They felt 
like the victims of all of distant federal, state and 
administrative interference. There was a diminishing 
sense of professionalism, lowered morale among faculties 
and an increasing sense of powerlessness in the face of 
so many governmental mandates about busing of students 
and reassignment of teachers. 
gegregation of Students and Teachers. During the 
sixties and early seventies the five member school 
committee and central administration developed several 
piecemeal programs designed to address the issue of the 
de facto segregation existing in the Boston Schools 
without really dealing with it. (See Appendix D for a 
brief historical treatment) 
Compensatory education, open enrollment, and other 
programs were later called a "monumental hypocrisy." 
(Metcalf, 1983, p.198) In April of 1965, an advisory 
committee reported to the Commonwealth's Commissioner of 
Education, Owen Kiernan, that "approximately 80 percent 
[of the Black students] attended public elementary 
schools in which Blacks constituted a majority." 
(Metcalf, 1983, p. 210) Inspired by the national civil 
rights movement, the Massachusetts legislature enacted 
the Racial Imbalance Act of 1965. Under its provisions, 
the state withheld support from school systems that 
allowed racial segregation (in fact). The Boston School 
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Committee chose to challenge the constitutionality of 
the law rather than respond to its intent to integrate 
the schools. 
Once again, the teachers who were involved with 
the students were not involved in developing an 
educational plan to provide equitable education for 
Boston's students. Nor was parental involvement a part 
of the educational system at this time. 
Curricular Revision. The late sixties and early 
seventies were a period of curricular review and 
revision. It was especially noticeable in the offerings 
of the text book companies. Social studies was taking 
the place of history and geography, English grammar was 
being replaced by linguistics, and science books began 
to emphasize experiments. At this time, the elementary 
schools were required to use one reading series put out 
by the Economy Company; it lasted for several years and 
was dropped. Boston had several subject area curriculum 
committees composed of department heads and a few 
selected teachers who developed new, thick curricula 
without much general teacher involvement or evaluation. 
Teachers were mandated to teach "the new math" and in 
some cases forbidden to use science books in favor of 
science kits. 
These curricular changes were most often introduced 
in "one shot" workshops. They were resisted by many 
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teachers because they did not see the benefit to 
themselves or to their students, and no concentrated 
effort was made to convince them. The lack of 
administrative preparation and implementation led to the 
development of a "private curriculum" by many teachers. 
This was tolerated since there were no mandatory or 
uniform final examinations for the students and 
supervision only for non-tenured teachers. Many 
principals believed that a quiet classroom was the sign 
that learning and teaching were going on. 
Federal Intervention in Boston Schools. The 
federal Department of Health, Education and Welfare 
(HEW) began a study of the Boston Schools in 1971. The 
involvement of the federal government continued through 
1987. There were constant meetings of administrators 
with the court and with outside experts, but the 
teachers most often got their news in the newspapers or 
through directives. Once again the teachers were the 
people "mending and maintain the social fabric" and left 
out of decision-making. (See Appendix D. for a brief 
history of this troubled time) 
Reorganization. The educational system in Boston 
was restructured by court order in 1974. Until 1973 
local school districts had some primary schools, 
kindergarten to grade 3, some elementary schools, 
grades 4 to 6, some schools were kindergarten to grade 6 
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and a few were kindergarten to grade 8. The court 
ordered uniformity: all elementary schools would 
include kindergarten to grade 5. All junior high 
schools, grades 7, 8 and 9 were changed to middle 
schools with the addition of grade 6. 
The court ordered that every school building have a 
non-teaching administrator. (Previously, small schools 
had a teaching vice-principal who reported to a 
principal in a larger school.) From 60 principals, 
Boston jumped to 110 principals of elementary schools. 
Many of these new administrators were in acting 
positions; their appointments lasted only until 
candidates could be recruited to meet the court mandated 
racial guidelines of having a 20% minority 
representation in administrative positions. Some of the 
elementary schools had as few as 110 students in grades 
kindergarten to 5. These were significant changes for 
the staff and they happened very quickly because they 
were ordered by the court. 
Affirmative Action. During this time, there was a 
very strong effort to recruit minority personnel for 
every school and department. Teachers were reassigned 
to different schools and grades based on race and 
seniority. This policy was called "being excessed" — 
it meant that the racial quota, either "majority or 
minority" was too high in a school and someone on the 
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faculty had to go to another school to maintain racial 
balance guidelines. There was no consideration of the 
existence of teams of teachers who functioned well 
together, of excellence in a position, of parental 
requests, or teacher preference. Positions and job 
openings were designated by race. 
*** The least senior teachers, either Black or 
White, had to move because of the racial 
guidelines. I was in nine schools in thirteen 
years, from grade 1 to middle school, and was 
still getting letters in the summer that I may 
be reassigned. *** 
*** I was one of the last White teachers hired 
and so I was excessed. I was excessed all 
over the place; I was in four schools between 
1974 and 1981 because I was excessed. *** 
Many teachers who had been in line for promotions 
out of teaching into administrative positions saw 
candidates from outside the BPS, less experienced and 
often younger, move into the positions they were in line 
for. In this stressful time, there was no official 
personal or professional program to help teachers deal 
with the effects or affects of these many abrupt 
changes. 
During the early 1970's all schools had to 
integrate several new staff members and an almost 
totally new student population. This happened every 
year because the population in the city changed. 
*** The school population drastically dropped, 
anyone that was financially independent enough 
to make other decisions left, except for a few 
believing liberals who were going to keep 
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their children is the schools to broaden them 
... most °f the people who had other means 
left. They couldn't care less about the city. 
I lost 23 children to the suburbs or to 
Catholic School who were on my list for the 
Advanced Work Class - and that was the year before 
busing - there were so many rumors and so much fear 
it was sad. (pern)*** 
Once again it was left up to the classroom teacher 
to carry out the intentions of those "higher up", to 
create the educational climate in which children were 
safe, could adjust to their new environment, and learn. 
Teachers were frustrated at the arbitrary, rigid way the 
law was carried out with no provisions for differing 
individual needs which most teachers would have felt 
compelled to consider and accommodate. But they were 
not asked. One of the teachers who I interviewed worked 
on a curriculum team at that time and she told me about 
the student assignment process. It was designed by John 
Coakley, " a man above reproach", and a committee of men 
who were "absolutely brilliant about the geography of 
Boston," but in addition to being faultlessly honest the 
student assignment plan was detached, absolute, and 
mathematical. Some mothers had three children under 10 
years old in three different schools, a local 
kindergarten, a "geocode" assignment and a "special 
education" assignment, - and no recourse to having them 
assigned to the same school. 
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*** It was heart rending to hear 
heart rending - and you couldn't 
them. *** 
their stories, 
do anything for 
Chapter 766. it was also at this time, that the 
parents of children with special needs, physical, 
emotional or intellectual, had gained enough political 
strength to have Chapter 766 enacted and enforced. 
Massachusetts was the first state in the nation to 
legislate the mainstreaming of children with special 
needs. The law, which went into effect in 1974, 
encourages the integration of these students into 
regular education programs whenever possible during the 
school day. They might be given individualized help in 
a Resource Room outside of the regular classroom if 
their Individual Education Plan required it, but they 
could not be segregated as had been past practice. The 
following "story" reveals the past practice. 
*** I remember my first year teaching, in 
1966, I couldn't understand why this boy,- it 
was an all boy school, grades 4 to 6, - why he 
always raised his hand and hardly ever got the 
right answer and his papers were way off. 
Well, one day I asked the principal about him. 
The principal looked at the boy's Office 
Record Card, saw his I.Q. was 79 and the next 
morning put him into a Special Class. No 
calling the mother, no asking me if I wanted 
to work with him, just letter of the law, 
right to a room in the cellar. Most of those 
rooms were in the cellar I found out later. 
By the end of the year that child was 
drooling, looked slack and was not taking care 
of himself the way he had been. I vowed I 
would never do that again, I would work with 
whoever was in front of me and not send them 
away, (pern) *** 
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Most teachers had never had a course in Special 
Education in college or in graduate school; most had 
never dealt with a child with documented physical, 
emotional or educational special needs. 
*** 1^76, the only way I could stay in the 
building and not get transferred again was to 
take a Resource Room (moderate special needs). 
I took a resource room, took some courses at 
Simmons to become a generic specialist, and it 
was a complete disaster. I didn’t think 
resource rooms worked. At least it didn’t work 
in that particular building at that time. So 
I took a leave in January. I said, I know I 
can run a better one, but I'll run myself into 
the ground trying to run a better one so I 
went and took courses to get certified in 
secondary school English, never used it but I 
have it in case of another layoff. *** 
After 1974, regular classroom teachers were 
responsible for students who were physically, 
emotionally and educationally differently-abled. 
However, they were given only minimal orientation and no 
training. There was no citywide program to teach 
teachers and there was no time during the school day to 
have the necessary consultations with special educators 
to successfully integrate a child with special needs 
into a regular classroom. 
*** The year I went back after a maternity 
leave, (1976) I had 39 fourth graders for 
three weeks until the administrator and 
central office got another teacher and split 
my class. One of my students forgot how to 
write his name over the summer. I was stunned. 
I had never experienced anything like that. 
Then he forgot over the weekends, - one twelve 
year old had never been in a public school, he 
came from a state hospital where he had been 
for 7 years because of his behavior and abuse 
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thai-nh^eC^' hG WaS living in a foster home 
that had close to twenty children, - one boy 
was taken out of my class during the year and 
put into the same state hospital because of 
self abuse with a knife. That was the year I 
figured I needed some work in Special Ed. so I 
;w°%w-?Seat.COUrse done jointly by Lesley and 
the Children s Museum. I had been teaching in 
Boston for fourteen years - that was the first 
Special Education I ever had. *** 
Proposition 2 1/2. In November of 1980, an anti¬ 
tax group. Citizens For Limited Taxation, petitioned to 
have a state-wide referendum on limited taxation on the 
ballot. The new law would limit the amount of taxes 
paid on property to 2 1/2% of the fair market value. 
The referendum passed, and the law became effective in 
January of 1981. "Without alternative revenue sources, 
Boston (had) no choice but to reduce its operating 
budget by nearly 40%. ... The schools (had been) 
spending at an accelerated rate ... The cost of running 
Boston's school system represent(ed) more than one-third 
of the fixed costs of $630 million." (City of Boston, 
1981, p.l) The Boston Schools were found to be 
operating under a $20 million deficit. 
Robert Spillane, a person perceived as an 
"outsider", was appointed the new Superintendent in 
August of 1981. He was charged with the task of 
bringing some fiscal accountability to the schools. He 
initiated curricular reforms and fiscal accountability. 
He resigned in 1985. 
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It was in March of that year that all provisional, 
that is non-tenured, teachers in the system were laid- 
off according to the racial guidelines. Teachers felt 
that had they been consulted they could have identified 
some of the waste and the jobs that they and their 
students could do without. Once again they were not 
consulted, and the people were laid off strictly 
according to seniority and racial balance, with no 
regard for ability, dedication or love of their 
students. 
Layoffs. In August, 1981, 710 tenured teachers 
were sent the "with a heavy heart and deep regrets" 
letter that informed them that they no longer had a job. 
Two hundred and ten of these teachers were later 
recalled due to legal arbitration or BPS need. 
*** I was very upset because I had been 
teaching fourteen years, and I called to find 
out what number I was on the recall list and I 
was number 10. And school started on a 
Wednesday and the Jewish Holidays were that 
Thursday and Friday and I remember thinking, 
Oh, I surely will start on Monday. And they 
didn't call me back for ten weeks. Classrooms 
existed for that ten weeks, I just felt it was 
abusive. There were existing classrooms and 
they just weren't assigning people. People 
were doubled up, teachers had more than 36 
children in a class, and they had it from the 
first day of school. I was hired back after 
Columbus Day. I was number 10. I was the 
tenth person they called back. *** 
*** I think that when I got laid off that was 
the valley of the valleys for me, because I 
was laid off strictly because of seniority, 
not because of the quality of the job I had 
been doing. That was very tough, and I had to 
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do r .r? *i9ure °ut what it: was 1 wanted to 
i__j ^?;d do' what other teaching skills I 
had, so that's when I started doing arts 
end^f^hP 9 Masters in it. ... But by the 
end of the three years that I had been laid 
ott ... i started thinking that I wasn’t 
.e£ough money, I was working like mad at 
® Jobs. ... So I decided to prepare 
myself. That's when I began the Masters in 
Business Administration. As soon as I began 
th^t*^WaS recalled to a full-time teaching 30b. * * * ^ 
Many teachers were involuntarily reassigned because 
they had teaching certification in another subject area 
or grade level. For example, a first grade teacher with 
eleven years experience in the first grade and an 
excellent reputation was reassigned to teach high school 
math because of the number of math courses she had taken 
in college. She was considered one of the lucky ones 
because she did not lose a teaching position. There 
were gross miscarriages of justice, simply explained 
with the term "clerical inability". For example, a 
teacher who had been on maternity leave for five years, 
having three children, would be credited with that time 
on her seniority, while a teacher who had been teaching 
but had been hired at a later date would be terminated 
"with a heavy heart," because of "clerical inability". 
The teachers were demoralized by the arbitrary 
decisions. The teachers union was able to do nothing in 
the face of the budget crisis. The schools were filled 
with anxiety, bitterness and sadness. There was no 
systematic personal or professional support system, such 
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as an outplacement program, to help the staff deal with 
these changes. There were attempts to heal some of the 
hurt but it was always on "soft" money, localized, and 
dependent on personal initiative. 
School Closings. in the 1981-82 school year, due 
to Proposition 2 1/2, twenty-five elementary schools 
were closed. Students were once again reassigned in 
order to racially balance the schools, and teachers were 
reassigned according to racial balance and seniority. 
*** They couldn't figure out how to keep 
balancing it. It took several years. There 
were years when kids went to a new school 
every year. We never knew our population, we 
never knew who our parents were going to be, 
we never knew what youngsters were coming. 
They didn't know. People would be flocking in 
the building the first day of school, "Do I go 
here now?" "You don't go here any more." " 
Well, where do I go?" "Call the central 
office." ... weeks later when they don't get a 
busy signal, the kid was assigned. All that 
time taken away from instruction. *** 
Again, schools had to assimilate new personnel and new 
students. Again, staff members were "excessed" (see 
page 35). Again, students from those twenty-five 
schools were reassigned according to geocodes; their 
families had to learn to deal with a new school, a new 
neighborhood and a new faculty and administration. 
Given the fact that 20% of the student population in the 
BPS moves during any given school year, some more than 
once, it was not unusual for some children to have been 
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enrolled in six or seven schools by the time they 
entered the fourth grade. 
No elementary school teacher that I have ever met 
would devise or implement a plan that would create so 
many drastic changes for young children. Teachers 
talked about the "insanity" of so many changes for young 
children, about the repeated loss of a sense of safety 
and fragile community and stability in the schools and 
about how they missed getting to know the families of 
students over the years. But they only talked to each 
other, no one else wanted to listen. They continued to 
do the best we can" for the students assigned to them. 
Curricular Revision, Final Exams and Promotion 
Policy;. Increasingly, texts, time schedules, and 
testing are areas of school life that are being removed 
from the collective or personal judgment of classroom 
teachers or the local school; all in the name of 
"standardizing" and "quality control". Working in an 
elementary school is about dealing with young individual 
students. The teachers I interviewed felt that their 
skills, experience and expertise were not acknowledged 
in recent policy decisions. 
1982 was a significant turning point. 
Beginning in that year, the BPS developed and 
implemented curriculum objectives in 
Reading/Language Arts, English, Mathematics, 
Science, Social Studies, Physical Education, 
Health, and Visual Arts. ... The Curriculum 
Implementation Plan was not fully implemented. 
From the very first step called for in the 
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intrcfucing and orienting the teachers 
to the new objectives - there was 
of big splash” atmosphere and systemwide 
commitment of time and em 
scope of the changes that were being 
introduced ...this kind of 
was essential and lacking! 
not the kind 
Given the 
special attention 
(BPS, 1986) 
Teachers felt that "twenty pounds of curriculum 
objectives were dumped on us”. it is generally 
understood that "they were written by a man in a closet 
in Court Street" (i.e.. Central Office). The 
implication is that the Curriculum Guides are viewed as 
products of another top-down decision. Concurrent with 
the new curriculum objectives was a new policy of final 
examinations, keyed to the curriculum objectives. The 
teachers felt that they were being monitored by the 
results of the exams, and many now began to teach to the 
test, which removed some of the joy and creativity from 
teaching and from learning. The teachers were being 
systematically deskilled; their intimate knowledge of 
their class and their profession was being discounted. 
A new student promotion policy was also initiated 
at this time; it removed more discretion from the 
teachers in the elementary schools. Promotion to the 
next grade was now a decision determined 
mathematically. A child's four report card marks 
counted as 80% of the final grade and the final 
examination was worth 20%. Attendance had to be 85% of 
the required 180 days. These changes dramatically 
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altered the decision-making ability and the daily life 
of the teachers and students. 
Student Demographics. Over the last twenty years, 
there has been a dramatic increase in the diversity and 
needs of the BPS students. Teachers face classes with 
an awesome range of academic and social challenges. 
Changing demographics over the past twenty years have 
brought dramatic shifts in the student profile: more 
students are minority, limited-English proficient, 
special needs, and economically deprived. Incidents of 
neighborhood and family violence, child abuse, and drug 
use have been influential factors in many of our 
children coming to school at great personal and academic 
risk and in need of supportive and skillful 
intervention. For many of these students, public 
schools have the potential for being the most important 
positive intervention in their lives. (See Appendix E) 
It is important to know the historical context of 
the lives of the people involved in a study; these 
teachers have been influenced by the societal, political 
and cultural events over the last twenty years. 
Feminist theory alerts us that we can not study 
individuals separate from the systems that are operative 
in their lives and influence their reactions and notions 
of what is possible. 
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Theoretical Basp 
As well as listening to the teachers, we must try 
to understand who they are and what forces have helped 
shape them. Recent cross discipline feminist 
scholarship helps in getting to know this cohort of 
veteran, female, elementary school teachers. Clearly, 
they have been influenced by their roles as teachers in 
Boston, but they are also part of a cohort that has 
experienced cultural and societal influences similarly. 
They are also shaped by their history, education, class, 
race, age and sex. 
A woman whose lifeline coincides with the past 
two decades of historic change sometimes feels 
that she is confronting chaos. ... A woman may 
feel inwardly that she should change something 
about her life yet lack intellectual grounds 
for doing so. If she understands what is 
happening to her entire generation, the 
insights could influence her own thought 
patterns. When someone warns her that it is 
wrong to tamper with rightly ordained roles or 
assures her that age-old ways are best, she 
will know why such views will not do. Once 
she comprehends all the forces shaping women's 
lives, she may gain confidence to move out, 
make a fresh start. (Clowse, 1985, p.4) 
A review of the theoretical background of feminism 
will present the rationale for involving the teachers in 
the process of reflecting on their professional 
experiences. A survey of the accepted or even 
"anointed" theories of adult development exposes some of 
the unexamined assumptions operative in our school 
system and society. Too often the words "adult" or 
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"human" development really meant some cohort of male 
experience; a powerful example of this is found in the 
title of the recently popular book by Daniel Levinson, 
Seasons of a Man’s Life: A Theory of Human DeveTonn^nt- 
(1978). The assumption is that when you have studied 
men, you have studied the whole human population. These 
popular psychological theories influence us in how we 
view ourselves, how others view us, and how we view 
others. 
The classic theorists, Sigmund Freud, Carl Jung, 
and Erik Erikson accepted the male experience as the 
norm from which to judge "human" development. Feminist 
scholars are currently challenging long-held beliefs and 
examining how deeply patriarchy has influenced the form 
and content of our thinking and our images, such as the 
use of the masculine to stand for the human as in the 
word, andragogy. Their theoretical insights are 
essential to any understanding of life in our 
educational institutions. 
Jean Baker Miller and Carol Gilligan challenge the 
assumptions in the field of psychology by presenting a 
redefinitions of "universal" characteristics based on a 
female population as a data base. Johnnetta Cole and 
Lillian Rubin, among others, are finding correctives in 
their fields of sociology and anthropology by listening 
to the voices of minority and middle-aged women, another 
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new data base. Robert Kegan and Howard Gardner, 
although not declared feminists, provide the theoretical 
framework to value differences in cognitive development 
and creativity. 
Poets, theologians, and feminists in the arts also 
warn us of the assumptions underlying patriarchy which 
tolerate and thrive on racism, sexism, and homophobia. 
(Daly, 1968, 1987, Lorde, 1984, Olsen, 1978, Rich, 1976, 
1979, Walker, 1983) 
The future of our earth may depend upon the 
ability of all women to identify and develop 
new definitions of power and new patterns of 
relating across differences. The old 
definitions have not served us, nor the earth 
that supports us. The old patterns, no matter 
how cleverly arranged to imitate progress, 
still condemn us to cosmetically altered 
repetitions of the same old exchanges, ... For 
we have, built into all of us, old blueprints 
of expectation and response, old structures of 
oppression, and these must be altered at the 
same time as we alter the living conditions 
which are a result of those structures. For 
the master's tools will never dismantle the 
master's house. (Lorde, 1984, p.123) Emphasis 
added. 
They remind us that, just as the masculine is not 
to be taken as the universal, neither is the White 
middle class woman. Feminist scholarship is now trying 
to abandon its early chauvinism and fear of dealing with 
the ambiguity of difference. 
The theoretical background necessary to understand 
the position of Boston's veteran elementary school 
teachers are found in the academic cross disciplines of 
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education, sociology, psychology and theology that were 
also the powerful forces that enculturated the middle- 
aged teacher. 
How the Dissertation will Unfold 
Chapter 1. Introduction and Statement of the Problem 
I suggest that we are ignoring the very people who 
have spent their professional lives in the classroom 
with the students. These are the ones best able to 
answer the question, "What is wrong with the schools?" 
As soon as we ask why they are being left out of 
participation in the analysis of the educational 
concerns we become aware of the patriarchal bias 
operative in schools. 
Chapter 2. Review of the Literature 
A male perspective, or a patriarchal structure, has 
always been part of the predominant culture. It has 
been presented in literature, history, religion, 
philosophy and psychology as the human model when in 
fact it has been more accurately. White, patriarchal, 
Western, upper class, and Judaeo-Christian. Only 
recently have feminists developed the analytic tools 
necessary to examine and describe these qualifiers of 
the human experience. 
An overview of the "anointed" theories of adult 
development make evident the philosophical undergirding 
of our institutions. New feminist scholarship has 
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developed a theoretical grounding that is based on 
coming out of patriarchy, which means: 
(1) coming out of ranking diversity and into 
t-hn°[ln^ iversity within genuinely systemic 
thinking; (2) coming out of confusing the 
human with maleness and vice versa, so that we 
can have truly stereoscopic male/female 
perception; and (3) coming out of anxiety and 
self as separation to see the self-as- 
connections --perceiving the human situation 
not as one of managing the earth but as being 
one among many participants affecting and 
sustaining life on earth. (Dodson-Grey, 1979 
p.136) 
This framework has immense power to influence our lives, 
our schools and the other societal institutions that are 
currently operating with the hierarchical, power-over, 
limiting model of patriarchy. 
Chapter 3. Methodology 
The aspect of being a feminist and an elementary 
school teacher are integrated in my person and inform 
the content and method I use in this dissertation. I 
choose to value the words of my colleagues as worthy of 
analysis and reflection as are the words of those of 
highly credentialed "experts" who publish in journals. 
My research methodology agrees with Peggy McIntosh, that 
one of the functions of a feminist analysis is to 
recognize "and bring the material of the private 
consciousness into public life, as feminists are already 
trying to do on so many fronts." (McIntosh, 1985, p.10) 
Early on in my doctoral work I chose to concentrate 
on professional development for elementary school 
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teachers. I wanted to collaborate with colleagues and 
design an m-service program which would provide the 
measures of challenge and comfort, of reflection and 
action that mid-career professionals want. I wanted to 
interview women who had been teaching for twenty years 
in the Boston Schools. I asked them to recommend women 
who they knew from their personal experience to be hard 
working, dedicated, articulate teachers and who had also 
gone the extra mile" by attending extra, beyond school 
time professional development activities. 
It is by design that I have interviewed teachers 
who are not currently "worn out", who have been 
recommended by colleagues as teachers who are competent 
and who care. This data base of women who are achieving 
under very difficult conditions is a small corrective to 
the enormous amount of past research that has used women 
from a medical data base, context, e.g. women who were 
seeking medical treatment (Scarf, 1980). It is from 
these invested, veteran "water walkers" (Goleman, 1981, 
p.35) that we will begin to hear what the job of 
teaching elementary school entails. 
I began to interview these women and asked each of 
them to provide me with names of other teachers they 
knew who fit the criteria. During the course of the 
interviews, as I read more about methodology and under 
the direction of my chairperson, Masha Rudman, I changed 
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the focus of my dissertation from constructing a 
professional development program to listening carefully 
to teachers as they told about their lives in school. 
The format changed with the content; the questions in 
the interview gave way to long conversations about "What 
has it been like for you, teaching in Boston?" 
This feminist method of research is derived in part 
from the work of Helen Roberts (1981), Earl Seidman 
(1985) and Stanley & Wise (1983). This methodology 
invites the participants to be part of the process of 
identifying the content of the research. 
Phenomenological in-depth interviewing honors the 
complexity of the reality of lived experience and of the 
construction of the meaning of that personal experience. 
This methodology replaces the search for a 
single, objective, rationally derived 'right 
answer1 that stands outside the ... source or 
producer of that answer. Instead.it aims for 
the construction of knowledge from multiple 
perspectives through cooperative problem¬ 
solving. (Maher, 1985, p.33) 
I consider teaching at any level and in any 
discipline to be potentially a very powerful activity; 
teachers work with human lives and teachers must not 
surrender their knowledge of that intimate relationship 
to those who would define us as technicians and 
deliverers of information. Teachers must articulate and 
define for themselves and others the power and beauty of 
what they do; they need to articulate their own 
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mercy of conceptual framework or they will be at the 
those removed from the classroom who will define their 
work and issue mandates and directives. 
Chapter 4.-Analysis of Interviews and Literature 
A feminist analysis is consciously aware and 
publicly states that it is tied to a feminist 
perspective and feminist theory. In the past 
researchers often assumed that there was no point of 
view or bias in generalizing from an all male sample to 
statements about the "human condition". In contrast, a 
feminist analysis of interviews follows a "naturalistic 
paradigm that posits multiple realities" (Lincoln & 
Guba, 1985, p. 205). A feminist analysis acknowledges 
that the researcher is in relationship with the 
participant in a joint activity whose purpose is to 
learn what the person says, thinks, and feels; the 
researcher is not a detached observer. This is a 
methodology of respect; the first purpose is to record 
what the person says and only then what the researcher 
makes of what the person says based on current 
literature and working with the material of the 
interviews. 
Carol Gilligan, Nona Lyons and graduate students at 
Harvard's Graduate School of Education have been working 
on the method of analyzing interviews of adolescent 
girls' moral thinking at the Emma Willard School for 
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Girls. They are about to publish the results of the 
work they began in 1983. They advise the researcher to 
take on the role of a listener and an interpreter who 
respects the complexity of the life and the world view 
of the participant. The interview process is seen as an 
opening process for the interviewer and participant; it 
is not one of judgment and orthodoxy but a shared 
activity of reflecting on experience. 
Selecting or filtering the topics from the 
conversations to be treated in the Chapter 4 analysis 
was extremely difficult and time consuming for me. The 
voices and concerns that the teachers raised were so 
full of a passion to improve conditions in the school 
life of young children and were so full of the pain 
present in the lives of many of our students that I 
often felt overwhelmed and unable to cut out any issue 
they surfaced. "No a priori theory could anticipate the 
many realities that the inquirer will inevitably 
encounter in the field, nor 
encompass the many factors that make a difference at the 
micro (local) level" (Lincoln and Guba, 1985, p. 204). 
A significant part of the methodological process of 
this dissertation has been the advice and criticism of 
the five members of my peer review team, or dissertation 
support group. We met at a seminar for "All But the 
Dissertation" graduate students that was organized by 
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Dr. Hilary Bender, formerly of Boston University School 
of Education. We have been meeting every Wednesday 
evening since November 2, 1988 in order to consult and 
support each other in our doctoral work. These doctoral 
colleagues read many drafts, listened to many outlines 
and persuaded me over months that to hear every voice 
and every issue in the interviews would be a cacophony. 
My husband and best critic, James V. Morris, reminded me 
often that this dissertation does not have to say 
everything that is to be said about teaching elementary 
school in Boston. 
Attending a seminar series at the Erikson Center 
with Carol Gilligan in the spring of 1989 helped me to 
settle on three areas in Chapter 4 to surface and 
orchestrate, (one of Gilligan's favorite metaphors). 
Gilligan and her colleagues suggest repeated listening 
to taped interviews, each listening for a different 
aspect of the participant's self-revelation. Initially 
the researcher is listening for a holistic sense of the 
participant's world, to set the scene, to get to know 
the characters. Each successive time the researcher 
listens for one factor in the research model. Gilligan 
and her colleagues currently listen for three voices 
beyond the holistic: the voice of an active conscious 
self, a care voice and a voice that has a recognition of 
justice. I have adapted their work to be attuned to 
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listen tor evidence of patriarchy., and an awareness of 
being experienced, and middle aged. I have introduced a 
multifaceted category of dealing with the issues that 
the teachers surfaced in the interviews. I orchestrate 
the voices of the teachers with those of feminist 
scholars, the aspects of practice and theory. 
^_a^er.  Summary,—Conclusions, and Recommendations 
for Further Study 
Because I believe that life and education are not 
static, I plan to continue my research with other 
colleagues to refine and expand this notion of mutual 
professional reflection, and passionate, grounded 
theorizing which would in turn lead to action. I have 
not finished reflecting on the material in the 
conversations I've had with these teachers. There is 
more wisdom in the interviews, yet to be made public, as 
these teachers speak of issues of personal safety, of 
allocation of time, personnel and financial resources, 
of special education, of parental involvement and 
teacher and societal accountability for students. 
New teachers are acknowledged to need professional 
development and enculturation to life in the schools. 
Veteran teachers, also, if not more so, need 
opportunities for reflection and shared valuing of their 
experiences and their efforts. 
Other groups of professionals would benefit from 
the shared reflections and a feminist analysis of 
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interviews with their veteran practitioners; nurses, 
librarians and social workers, also predominantly female 
professions, come to mind. 
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CHAPTER 2 
But we have no patterns for relating across 
our human differences as equals. As a result, 
ose inferences have been misnamed and 
misused in the service of separation and 
confusion. Certainly there are very real 
differencee between us of race, age, and sex. 
4_1': 1S no^ those differences between us 
that are separating us. It is rather our 
refusal to recognize those differences, and to 
examine the distortions which result from our 
misnaming them and their effects upon human 
115)*Vi0r and expectation- (horde, 1984, p. 
REVIEW OF THE LITERATURE 
Introduction 
It has been my personal position, and more recently 
my scholarly one, that in order to improve the Boston 
Public Schools, or any school system, care and attention 
must be given to those whose job it is to care for the 
students, the teachers. This paper represents part of a 
fifteen year process of trying to understand the 
cultural milieu of the Boston elementary school staff 
without anger or without assigning blame to any group. 
The saying of the sixties, (attributed to Eldridge 
Cleaver) speaks to me about my role in the Boston 
elementary schools, "If you are not part of the 
solution, you are part of the problem." (Peck, 1978, 
p. 39) 
My research has affirmed my belief that many 
teachers are at-risk personally and professionally from 
the multiple stresses of the last twenty years in Boston 
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education. These external factors were treated in the 
previous chapter. My position is that before any 
program of school reform or teacher renewal can be 
developed we must understand the people who do the 
teaching. The teaching force in the elementary schools 
of Boston is overwhelmingly female and middle aged. 
These people bring their past training, attitudes, and 
socialization to their work, and it is operative if 
unacknowledged in daily life. 
The distinction between the personal or 
psychological and the political or social is 
quite arbitrary, the inheritance of theories 
too narrowly drawn in their root metaphors. 
.... [T]he hope [is] of a less bifurcated 
consideration of the psychological and the 
social through the ...recognition (that) 
neither the psychological nor the social has 
priority (Kegan, 1982, p.215) 
[The feminist critique] has dramatically shown 
how little we know and what distorted 
information we have about at least one-half of 
the human population, and it casts doubt upon 
what we know about the other half. Also, [it] 
emphasizes that what we have known in the past 
is tied to dominant groups. The insights 
feminist thought provides and the self- 
criticism it encourages have created a new 
challenge for scholars who are committed to a 
new vision of the future. (Anderson, 1983, 
p. 20) 
The purpose of this review of well-accepted, 
traditional theories of Adult Development is to provide 
the predominant theoretical model, which is usually 
operative in understanding human development. This 
model which is based on male experience and male 
construction of meaning is now challenged by feminist 
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even 
theorists. Following the survey of the accepted, 
anointed”, male theorists are the modern feminist 
challengers, who question the use of the male experience 
as the universal. The next section features scholars who 
offer a corrective to some of the current feminist 
thought. They are the contemporary scholars of human 
development who remind us that the diversity of 
adulthood goes beyond gender into issues of class and 
race, which are also operative in our daily lives and in 
our institutions as we live and learn and teach. 
In the first chapter we saw (see especially Figures 
2 and 3) that the many of the Boston elementary school 
teachers are females between the ages of 35 and 59. It 
is my position that if we are to understand them and the 
issues that they raise, we must understand the 
developmental issues of being a female adult in mid¬ 
life. These issues are informed by history, and the 
cultural context in which they developed. 
Traditional Theories of Adult Development 
Men have conceptualized all of life and 
thought from their standing point, the 
standing point of male life experience and 
male imagination. (Dodson Gray, 1989, p. 336) 
Sigmund Freud, the founder of "depth psychology", 
gave psychology and the intellectual life a new lens 
through which to view humanity. He created a theory of 
personality development that included the effects of 
unconscious motivation on behavior, and the role of 
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sexuality, particularly in childhood, in human 
development. His influence has permeated our society 
for the past fifty years and can be seen in literature 
as well as language, e.g. "Freudian slip." 
He was the first theorist to offer us a structure 
of the preconscious, and the unconscious" which we 
only glimpse through dreams. Freud postulated the 
presence at birth of an undifferentiated sexual energy 
which he called the libido. This, he explained, was a 
generalized sexual potential in each infant which grew 
out of the embryonic bisexuality of every individual. 
Since the earliest form of gratification comes to the 
infant through the mouth, this first year of life is 
called the oral stage of psychosexual development. 
During the next two years, when bowel training is the 
task that brings so much praise from the caregivers and 
the toddler grows in power to elicit this praise, the 
next stage is called the anal stage. As the three or 
four year old becomes more coordinated and discovers the 
possibilities of self stimulated genital pleasure, the 
phallic stage is operative. 
This stage, which is so central in the development 
of personality according to Freud, is the stage in which 
one begins to see the underlying assumptions of Freud's 
medical training and his cultural milieu. His 
psychological theories are biologically based: each 
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psychosocial stage has a corresponding part of the 
anatomy. Reflecting the cultural bias of his time, male 
superiority and domination were seen to be in the 
natural order of the human condition. It is not 
surprising then for the focus of this stage to be the 
male genitalia. 
It is during this stage that boys and girls develop 
the behavior patterns that are called masculine and 
feminine. The biology and development of boys are 
accepted as normative; the terminology and construction 
of the theory are based on the assumed supremacy of the 
masculine. According to Freud, boys begin to develop 
sexual feelings toward their mothers and begin to fear 
the father as a rival. They also notice that girls do 
not have a penis, that organ from which they derive so 
much pleasure, and they develop an intense and 
generalized fear of castration. These feelings are 
repressed to the unconscious level and the latency stage 
begins. 
According to Freud, the phallic stage is the time 
when girls notice that they do not have a penis; they 
feel that they have been castrated and develop a 
permanent sense of inferiority. This genital 
inferiority is attributed to all females. 
One cannot very well doubt the importance of 
envy for the penis. You may take it as an 
instance of male injustice if I assert that 
envy and jealousy play an even greater part in 
69 
that I think W?men than men* Jt is not 1* thl?k these characteristics are absent 
°r that 1 think theY have no other 
roots in women than envy for the penis; but I 
in ^.attribute their greater amount 
" thls latter influence...(Freud, 
Lecture 33, quoted in Williams, Ed., 1979, 
P . 4 / ) 
At this time Freud thought girls transfer their love for 
mother to father and the mother is seen as a rival. The 
unrealizable wish for a penis is repressed and replaced 
with a wish for a child, preferably a boy child. 
Having accomplished this new perception, girls are 
now ready to move to the next developmental stage, 
latency. Freud believed that because a girl is spared 
the threat of castration she is under less duress than a 
k°Y• In these circumstances the formation of the super¬ 
ego must suffer; it cannot attain the strength and 
independence which give it its cultural significance, 
and feminists are not pleased when we point out to them 
the effects of this factor upon the average feminine 
character." (Freud, Lecture 33 quoted in Williams, 1979, 
p.48) . 
He describes the psychic work of adolescence, the 
process of detaching from parental authority, as one of 
the most critical as well as the most agonizing. This 
separation and detachment then becomes the basis of 
later maturity. (Scarf, 1980) At this stage, as well as 
during latency, Freud ascribes a positive value to the 
violence and the duress a boy goes through in the 
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formation of his separate identity; that is, it is in 
conflict that the best parts of the personality develop. 
Since girls develop and grow in a more bonded, 
affiliated manner, they are seen as deficient. Clearly, 
psychoanalytic theory grew out of a patriarchal society 
and exhibits the deficiencies of any model which assumes 
dominance, separation and superiority. Feminists cannot 
accept Freud's failure to see the importance of the 
possibility of social genesis of psychic disorders or 
the social context which can influence human 
development. 
However, understood in a broad, evolutionary view 
of the attempt to understand human behavior, 
psychoanalysis has contributed greatly to this 
understanding; this is not to say it is gospel but part 
of a growing picture of adult development. As late as 
1926 Freud himself acknowledged that he did not have all 
the answers nor all the questions. "What does a woman 
want?", Freud's famous ironic question implies, "Why 
isn't she satisfied?". This is the root or the 
essential, existential question of women's studies, 
perhaps of the human condition, which crosses all of the 
academic disciplines. 
Carl G. Jung, can justly be considered the father 
of the modern study of adult development. He is often 
criticized for his apparent lack of interest in the 
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psychology of the child and his exclusive concern with 
adult life. The child centered theoretical focus is one 
of his disagreements with Freud. Another was his 
attempt to explain people in other than purely rational 
terms. 
Jung's way (was to) stress the importance of 
he unconscious rather than of consciousness, 
the mysterious rather than the known, the 
mystical rather than the scientific, the 
creative rather than the productive, the 
religious rather than the profane. (Singer, 
1972, p.xvi) 
Jung was always aware of two parts of his own 
personality. He had philosophical, humanistic and 
religious concerns as well as a fascination with 
science. As a young man, he decided to become a doctor 
for the practical reasons of finances and local 
availability of a school. He did well in his studies, 
but from a lack of interest he postponed his psychiatric 
rotation until the end of medical school. Even though 
psychiatry was not held in high esteem in the medical 
profession at that time, he saw, "in a flash of 
illumination" that it was the only field in which he 
could integrate the two aspects of his personality and 
also study diseases of personality through the science 
of biology and the knowledge of the spiritual life. By 
"spiritual" he did not mean only something religious or 
supernatural, but he also counted those human 
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to create, and to aspirations to do good for others, 
understand as a spiritual dimension of life. 
Jung felt that Freud emphasized psychopathology to 
the neglect of the influence of social institutions on 
adult behavior. He, therefore, set out to develop a 
social psychology rather that an internal, intrapsychic, 
process based solely on clinical work. He wanted to 
understand individual development as a product of 
internal and external cultural influences. Jung 
suggested that each individual possesses both the 
"anima” or feminine principle and the "animus" or 
masculine principle. 
Although Jung did not see women as inherently 
defective, he did see them as inherently less 
creative and less able to be objective or take 
action than men, (animus principle)...In 
general, Jung tended to see women as they 
served or related to men, rather than as 
having independent needs of their own. 
(Bolen, 1984, p. 41) 
He introduced the concepts of mythology, 
ethnography and symbolic interpretation into the 
understanding of human development. Jung's term 
"archetype" signifies an image or symbol established 
over thousands of years, and found in the collective 
unconscious of all peoples in myths and art forms and in 
the individual unconscious in dreams. An example is the 
theme of the quest or the trip, found in mythology 
across cultures and often experienced in dreams as the 
chase. For Jung this metaphor is an explanation of 
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life's course. The unconscious gives rise to the 
imagery of children, to the myths of primitive 
societies as well as the symbols of our dreams, all of 
which explain or visualize some aspect of human 
development. 
For Jung, the psyche has depth downward, but it 
also has a dimension that extends backward, across, and 
through time so that somehow history is latently present 
in the unconscious and expressed in each individual. 
He divided the unconscious into the more superficial, 
individual personal unconscious and the deeper 
collective unconscious that is common and available to 
all of us. (Peck, 1978, p.253) 
Jung was the first to focus on the "second half of 
life, the noon of life". He coined the phrase, "middle 
age". He introduced the term "individuation" as the 
task of adult years, it represents the work of becoming 
autonomous; again we see the male model used as the 
criterion. Jung said that this developmental process 
begins around age forty, when one experiences another 
opportunity for fundamental redefinition of the self for 
the remainder of life. So he certainly contributed an 
understanding of the psychological activity that is 
possible in the middle years. 
There are many women who only awaken to 
...social consciousness after their fortieth 
year... One can observe women... who have 
developed in the second half of life ... 
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(sometimes) ^temgent and cultiVated people 
llye their lives without even knowing of the 
possibility of such transformation. Wholly 
unprepared, they embark upon the second half 
of life. (Brown, J. & Kerns, V. et al., 1985, 
P • ' • ) 
Women, who so often tend to value and esteem 
themselves in terms of their attachment to others, can, 
according to Jung, adapt those attachments to activities 
beyond the personal sphere of life. To continue Jung's 
schema, the proper, therefore healthy, woman will find 
her fulfillment in nurturing the creative quality in the 
animus of a man. Jung did not see the affiliative mode 
that most women take in development. Jean Baker Miller 
and the scholars at the Stone Center for Developmental 
Services and Studies at Wellesley College are currently 
providing us with new scholarship and new developmental 
definitions of the self as "in- relation" with others 
which offer models of health that do not adversely 
affect either gender. 
Jung's mystical and spiritual qualities, as well as 
his use of history and mythology, kept his work very 
complex and put him at odds with the professional 
medical establishment of his day. As Freud became 
popular in the medical establishment, Jung lost favor. 
His work "only began to be published in English in 1953" 
(Singer, 1972, p.xiii). An example of why Jung was 
considered "too difficult for popular reading" would be 
his theory "On Synchronicity" (Campbell, 1971, p.511). 
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The term explains a meaningful coincidence of outer and 
inner events that are not themselves casually connected. 
It seems that an archetype in the individual’s 
unconscious is activated simultaneously in inner and 
external events. Jung offers a way in which we might 
penetrate deeper into the inter-relation of psyche and 
matter. 
Jung must be taken into account in any discussion 
of adult development because he was the theorist who was 
willing to go beyond the Aristotelian, Scholastic logic 
of our culture and "to accept paradoxical thinking as 
valid. ...to touch something essential in the human soul 
which needs to be touched or needs to be healed, in 
order to be made whole." (Singer, 1972, p.6) 
Erik Erikson came to psychoanalysis through social 
contacts with Sigmund and Anna Freud. In 1927, when he 
was twenty-five years old and still trying to "find 
himself" by touring Europe and taking art lessons, a 
friend, Peter Bios, invited him to Vienna. Bios wanted 
Erikson to co-teach the English and American children 
whose families were involved in the psychoanalytic 
community that had grown there. Erikson had no formal 
schooling after secondary school; he had not been a 
successful student in the rigid atmosphere of the German 
gymnasium. Peter Bios' letter recommending Erikson to 
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Anna Freud and the parents of the school children 
included this description of Erikson: 
avidastudPn^e? i*rtist; he was widely read, an 
. ^udent of history, and a stubborn 
",h° Was having trouble with his 
i-il ' tended to meditate on his own rather 
assi9ned lessons; and he had no 
aliy fixed future in store for himself. 
(Coles, 1970, p.18) 
During his years as a teacher in the private school 
in Vienna, 1927-1933, he was invited to study 
psychoanalysis with Anna Freud, who had also been an 
elementary school teacher. The study included self- 
analysis and Erikson declared that psychoanalysis as a 
profession was not for him; he wanted to be an artist. 
He taught school and continued in his own 
psychoanalysis with Anna Freud. After he met and 
married his wife, Joan, an American living abroad, he 
changed his mind about a career in psychoanalysis. He 
enrolled as a part time student in two fields of study. 
He took theoretical courses in psychoanalysis graduating 
from the Vienna Psychoanalytic Society and through his 
courses at the Montessori teachers' association he 
earned a teaching certificate. 
Political events in Europe were changing rapidly in 
1933, and the Eriksons decided to leave Vienna. They 
were on a boat to Sweden when a chance meeting with a 
passenger caused them to decide to move with their two 
sons to Boston, Massachusetts. In Boston, Erikson 
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became a child psychoanalyst and continued his work on 
life stage development. 
Over the years, Erikson developed his life cycle 
theories informed by a balance of clinical practice and 
research as well as investigations into other fields 
such as anthropology, literature and history. 
In 1963, in Childhood and Society, he gave his 
schema of human development which has eight stages. 
Five of the eight stages deal with childhood 
development; they are expansions of Freud's stages of 
psychosexual development with Erikson's focus being 
identity developed in an interactive community rather 
than Freud's focus of the interior psychic development 
of the individual. 
In Erikson's view, all the stages are sequential 
and progressive. One must work through a stage before 
going on to the next. Development can be arrested but 
not skipped over. Each stage in Erikson's conception 
represents a dialectical struggle, a dichotomy of 
either, or, represented by the word "versus", between 
two opposing tendencies experienced by an individual. 
Part of the appeal of his schema of human development is 
that each stage is open to growth and the construction 
of values, not just the inevitability of problems. 
Erikson's eight stages of life (Erikson, 1963, 1968, 
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1976) offered the most comprehensive view of human 
development up to that point in time. 
It is from literature that we get a similar if more 
satirical view of human development. Shakespeare’s 
seven stages of life are presented in As You Like Tt ; 
All the world’s a stage. 
And all the men and women merely players: 
They have their exits and their entrances; 
nd one man in his time plays many parts, 
His acts being seven ages. 
At first the infant, 
Mewling and puking in the nurse's arms. 
And then the whining school-boy, with his 
satchel, and shining morning face. 
Creeping like snail unwillingly to school. 
And then the lover, sighing like furnace. 
With a woeful ballad made to his mistress' 
eyebrow. 
Then a soldier, full of strange oaths, and 
bearded like the pard jealous in honor, 
sudden and quick in quarrel, seeking the 
bubble reputation even in the cannon's 
mouth. 
And then the justice, in fair round belly with 
good capon lined, with eyes severe and beard 
of formal cut, full of wise saws and modern 
instances; and so he plays his part. 
The sixth age shifts into the lean and 
slippered pantaloons, with spectacles on 
nose and pouch on side, his youthful hose 
well saved, a world too wide for his shrunk 
shank; and his big manly voice, turning 
again toward childish treble, pipes and 
whistles in his sound. 
Last scene of all, that ends this strange 
eventful history, is second childishness, 
and mere oblivion, sans teeth, sans eyes, 
sans taste, sans everything. 
"As You Like It" II vii (Bartlett, 1882. p.211) 
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Erikson refined and canonized the notion of changes 
in the course of adult life. He articulated the tasks 
that one must complete to become a healthy person; he 
was more hopeful than Shakespeare (See Table 2) and does 
not see "disengagement" as inevitable in the last stages 
of life but calls for continued growth and integration. 
Table 2- Erikson's Eight Ages of Human Life 
Opposing Issues Value Life Stage 
1) Basic Trust vs. Mistrust Hope Infancy 
2) Autonomy vs. Shame Will Childhood 
3) Initiative vs. Guilt Purpose Pre-School 
4) Industry vs. Inferiority Competency School age 
5) Identity Confusion vs. Role Fidelity Adolescence 
6) Intimacy vs. Isolation Love Young Adult 
7) Generativity vs. Stagnation Care Maturity 
8) Integrity vs. Despair 
(and Disgust) 
Wisdom Old Age 
(Kimmel, 1980, p. 14) 
Erikson does not neatly lock people in one stage; 
beyond infancy, all persons can be seen to oscillate 
between at least two stages while aiming at a third. 
Erikson was a close friend and disciple of Freud. 
He considered himself a psychoanalyst; one who was also 
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an ethically involved citizen of his time, not limited 
to the clinical problems of psychoanalysis. He was 
rooted in history and philosophy, as evidenced by his 
biographies of Martin Luther and Gandhi as well as his 
theoretical writings. He was comfortable being called a 
Freudian and was faithful to the essential principles of 
psychoanalytic thought. 
He reported to Robert Coles that it was his study 
of Gandhi that led him to reflect on "womanhood" and the 
activity of caring for and creating life. While 
retaining the Freudian model of biology as a source of 
destiny, he chose to describe "productive inner bodily 
space ... and the richly convex parts of the female 
anatomy which suggest fullness, warmth and generosity " 
(Coles, 1970. p.284) rather than the negative feeling of 
" penis envy". 
the original psychoanalytic formulations about 
women and their "mental life" were based on 
clinical work done - so often by men! - with 
patients, and a particular kind of patient at 
that, women born into the nineteenth-century 
Viennese middle class who for one reason or 
another had become very hysterical, very 
dissatisfied with themselves, very frightened 
and rigid. (Coles, 1970, p.283) 
Erikson was in his seventh decade when, in 1964, he 
published the paper which represented his analysis of 
female personality development, "The Inner and Outer 
Space: Reflections on Womanhood". He felt that: 
... the identity formation of women differ by 
dint of the fact that their somatic design 
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o?fsprLannflnrr space” degtined to bear the 
ottspring °f chosen men and, with it, a 
Penological, and ethical 
mmitment to take care of human infancy ... 
saying, then, that "anatomy is destiny"? 
Yes, it is destiny, insofar as it determines 
only the range and configuration of 
physioiogica! functioning and its limitation 
ut also, to an extent, personality 
configurations. (Erikson, 1964, p.5) 
Erikson views woman in terms of her relationship to 
men. A woman is seen as destined to progress through 
the eight stages of the life cycle as a wife and mother, 
whether or not those roles are ever realized, so a 
single woman is seen as one who chose not to marry or 
was not chosen. When Erikson was asked about Carol 
s book. In a Different Voice, he replied that 
his work had already included and allowed for the 
differences, when in fact it had not. (Gilligan, 1983) 
Feminist Scholarship, Another Perspective 
In 1976, Jean Baker Miller, a psychoanalyst, 
published Toward A New Psychology of Women. In this 
book, she firmly challenged the accepted popular and 
professional use of the male model as the standard in 
mental health and societal standards. She examined the 
prevailing thought that women needed to acquire "male" 
characteristics. For example, she chose to redefine 
"care for others", a value girls are taught to develop, 
as a strength rather than a limiting factor. That value 
should be encouraged in the lives of boys as well as 
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girls, because it is the source of connection, of 
wholeness and community for society. 
Miller recognizes that the reality of sex role 
stereotyping has kept women from full participation in 
the public domain, that is government, business, 
higher education, etc..., and she points out the skills 
that any ostracized group develops, such as knowledge of 
the dominant group and adaptability. Miller began with 
the feminist premise that our culture is constructed so 
that women have been what she called "subordinates" and 
men "dominants". The dominants develop the jobs and 
roles that they define as higher in status and that 
have more material rewards. The subordinates are 
assigned the less-valued work by definition and by 
monetary reward. Qualities that are "pleasing (and 
supportive) to the dominant group;... i.e., 
submissiveness, passivity, docility, dependency" are 
encouraged in the subordinates, and women who 
demonstrate these qualities are described as "well 
adjusted". (Miller, 1986, p.7) It is to the advantage of 
the subordinates to learn about the dominants. Miller 
points out that all subordinate groups learn to avoid 
expressing anger openly because of the consequences. 
The dominants, however, do not see any advantage to 
learning about the subordinates and assume their 
superior position is based on "nature". She goes on to 
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analyze the emotional health that each group was 
encouraged to develop. 
Men are encouraged from early life to be 
H^-ye *nd. rational; women are trained to be 
invoived with emotions and with the feelings 
womenrdnVn ^ Course of a11 activity. . .Most 
women do have a much greater sense of the 
emotional components of all human activity 
an most men. This is, in part, a result of 
neir training as subordinates; for anyone in 
a subordinate position must learn to be 
attuned to the vicissitudes of mood, pleasure, 
and displeasure of the dominant group. Black 
writers have made this point very clearly. 
(Miller in Eisenstein, 1983, p.65) 
Miller does not advocate that women be cured of the 
effects of having been an oppressed group nor does she 
deny the pain and damage that result from being kept in 
that subordinate position; rather she examines those 
qualities that women have developed as a result of their 
position in society. She stresses the need of the 
culture and the individual to value the characteristics 
of cooperativeness, a sense of vulnerability and working 
together. Miller suggests that the very facts about 
women's psychology that are treated as inferiority are 
the building blocks of a new and more humane society. 
She believes that the ability of women to create and 
maintain relationships and affiliation networks will be 
the starting point for a different and more fully 
developed approach to living a style of functioning that 
is different from the approach so long fostered by the 
dominant culture. The very characteristics that we 
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associate with men and with success in the past, "such 
as, autonomy, power, authenticity, self-determination - 
all of these should be reexamined and redefined" in 
light of current technological and international 
developments, as well as ecological concerns. 
(Eisenstein, 1983, p.67) 
In her book. Toward A New Psychology of Women she 
offers a model that transcends the dichotomies decreed 
by male culture and the traditional psychology it has 
produced - aggressiveness versus passivity, independence 
versus collegiality, autonomy versus affiliativeness, 
and power versus powerlessness. She does not suggest 
that women abandon their past as faulty or defective, 
but encourages them to use the traditional skills and 
values which were learned in the designated subordinate 
class, such as awareness of others, nurturance and 
cooperation. She argues that increased acceptance and 
use of these skills will enable us to transcend the 
faulty existing culture, transform reality and create 
new possibilities for all human beings. 
She takes the experience of women in the culture as 
the focus of her study and as the norm. She does not 
start with the "How can women be more like men?" 
position, but suggests that some of the qualities 
attributed to women, such as their capacity to 
experience, express and interpret emotions should be 
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redefined as normative for all human beings. Thirteen 
years after the first publication of her innovative book 
calling for a redefinition of feminine values, we are 
aware of some of the ethnocentric limitations of that 
work. Woman s scholarship has developed a sensitivity 
to diverse groups and will no longer will accept 
research on women without regard to issues of race and 
class. 
Jean Baker Miller's analysis was and is important 
in the new field of women's studies; her work is part of 
the on going process of feminist scholarship that does 
not attempt to formulate a parallel canon to male 
development but does attempt to encompass the diversity 
of human development. She continues to contribute to 
the field in her work at the Stone Center for Women's 
Studies at Wellesley College. 
Just as Jean Baker Miller brought a feminist 
perspective to her field of psychoanalysis, so Carol 
Gilligan in her groundbreaking book. In A Different 
Voice (1982) challenged the existing presuppositions of 
accepted scholarship in the field of moral development 
theory. Lawrence Kohlberg, Gilligan's mentor at Harvard 
University, had pioneered a method of scoring how people 
make moral decisions. The lower end of his scale is for 
those individuals who make moral decisions because of 
authority or peer pressure; the people at the highest 
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end of his spectrum act on a preconceived, 
set of principles. 
internalized 
Through a series of narrated moral dilemmas and the 
responses of men and women to the same "case", Carol 
Gilligan shows that women arrive at their conclusions 
differently than men do. Males and females were given 
this situation to analyze as part of Kohlberg's study: 
A druggist has invented a cure for cancer 
which cost him only two hundred dollars. 
Heinz's wife is in need of the cure but the 
druggist wants two thousand dollars for it. 
Heinz cannot pay. What should Heinz do? 
(Gilligan, 1982) 
Girls and women very often retell the story several 
times. They take on the perspective of the druggist and 
explain why he needs the money. They develop narratives 
for Heinz that will convince the druggist to "do the 
right thing", or they introduce a new character who will 
persuade the druggist to voluntarily share the medicine. 
Women's solutions often incorporate different points of 
view and avoid complete resolution of the case because 
the obvious resolutions mean that some bond in that 
small fictitious community will be broken. Most often 
females score poorly on Kohlberg's inventory. 
Boys and men most often resort to a direct action 
solution. One example would be, get a gun and take the 
medicine. Some men formulate a rationale for the course 
of action, such as, the life of the woman is more 
important than the money, so it is not wrong to take the 
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medicine, an appeal to a hierarchy of principles. The 
reality of the law, "stealing is wrong", is often a 
factor in reaching a course of action. Boys and men 
often reach a solution without "getting involved" in the 
minds of the characters. Males, in general, score 
higher on Kohlberg’s scale of moral development because 
they appeal to principles that can be applied to various 
situations, and they don't get involved in the 
particularities of the dilemma. 
Gilligan uses examples from ancient and modern 
literature to show that the differences in the way men 
and women approach problems have been acknowledged 
through the ages. To illustrate, she uses the Biblical 
story of Abraham, the patriarch, who was ready to 
sacrifice his son, Isaac, because of the principle of 
obedience to God. In contrast, she points to the story 
of the woman who was brought before the wise King 
Solomon. The woman was willing to sacrifice the 
principles of truth and maternal rights in order to save 
the life of her child. Using literature as well as her 
research, Gilligan demonstrates that women construct 
their morality around responsibility to others, in a 
contextual, affiliative style rather than using the male 
model of constructing morality by using a pre-existing 
system of abstract individual rights and reasoning from 
principles. 
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based^on th~dS' WOmen make moral judgments 
resDons^hn k assessments of conflicting 
menare  given sit“ation, whereas 
based r»n t-v, .^lkely to wake moral decisions 
hi f1' judgments of competing rights 
and abstract principles. (Anderson, 1983, p. 
Lawrence Kohlberg and most other classical 
theorists used the male model and male data base as the 
universal standard against which women's judgments and 
abilities have been measured and found inferior. In 
constructing his schema Kohlberg used an all male, 
mostly white, middle and upper class population. When 
he came to tabulate the female responses, they didn't 
fit his categories and so he excluded them because the 
female population "couldn't be objective". Thus, women 
were seen as deficient not just different. (Gilligan, 
1982) 
The ideal self has commonly been understood as 
hard, independent, detached, autonomous, 
capable of distancing itself from other people 
and from its own emotions.By contrast, 
Ms. Gilligan suggests that care and 
responsibility for the well-being of others 
represent qualities at least as desirable as 
the ones associated with the traditional image 
of the self. This picture of a self that is 
responsive and dependent on others is a 
definite improvement. (Csikszentmihalyi, 1989, 
p.6) Note the absence of the academic title of 
Doctor or Professor! 
Gilligan has concluded that the repeated and 
constant exclusion of women from psychological studies 
has been an essential flaw in research and has lead to 
problems in describing women's development and 
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In an interview for Ms. experience (Gilligan, 1982). 
magazine, she says: 
I wouid really like to remap the whole domain 
ot human development - the story we tell 
ourselves about the Nature of Man, as it's 
pnrased. For example, the word ”defenseM -as 
in defense mechanisms" - is absolutely 
unquestionod in the psychological parlance, 
which reflects the state of nature as a state 
of war. Why do we have the notion of offense 
and defense as the main dynamic of human 
psychology?... then we have this group here 
-women- who seem less warlike, and we say 
that they're having a problem with 
aggression". (Van Gelder, 1984, p.37) 
In contrast to Gilligan other feminist scholars, 
such as Elizabeth Schussler Fiorenza, feel that if men 
kept silent for the next two hundred years it would be 
fine. Gilligan seeks to have her work added on to what 
is known. She feels that her contribution is that which 
has been left out, the female experience; her favorite 
metaphor is the interactive voice. 
I very straightforwardly wanted to ask men to 
"listen" to women's voices - and to say to 
women that if men hadn't listened in the past, 
it wasn't simply a matter of being 
narrow-minded or biased. They simply didn't 
know what to do with these voices. They did 
not fit. - (Van Gelder, 1984, p.101) 
Because Gilligan suspects that the school 
curriculum is very powerful in causing girls to mistrust 
or "go underground" with their insights and ethical 
decisions, she is involved in an ongoing, longitudinal 
study of adolescent girls and their intellectual and 
moral interaction with the curriculum at the Emma 
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Willard School, a private girls school in New York, (the 
one that Elizabeth Cady Stanton attended in the 1840s). 
The late Grace Baruch was a developmental 
psychologist and an acknowledged authority on women in 
midlife. Until her untimely death this year of breast 
cancer, she was Program Director in Aging and Adult 
Development at the Wellesley College Center for Research 
on Women. Her contribution to the literature followed 
her interest in women's psychological well-being and the 
importance of letting the woman interviewed, or the 
subject, tell her own story rather than only using 
objective indices, which often reflect the bias of the 
researcher. 
She worked with Rosalind Barnett, a clinical 
psychologist at the Wellesley Center, in a study of 
"working class and middle class women age thirty-five to 
age fifty-five." With Caryl Rivers, a journalist, they 
set out in 1979-1980 to investigate which aspects of a 
woman's life contribute most to her feeling of 
"well-being". They wished to contribute to the data 
bank of the social sciences for understanding the lives 
of women. In the preface to Lifeprints, they caution: 
no one pattern fits all women, no one 
lifeprint guarantees well-being, and no one 
path leads inevitably to misery... If you 
think there is only one ingredient in the 
recipe for the good life - what social 
scientists call "psychological well-being"- 
you are doomed to a search like that for the 
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(Baruch, Barnett, & Fountain of Youth... 
Rivers, 1983, p.io) 
Baruch and her colleagues constantly remind us of the 
interaction of the roles a woman plays and the power 
that the social and political understanding of that role 
exerts on a person. 
They are very conscious of not putting women in 
one large, homogeneous, undifferentiated mass" (Baruch 
et al., 1983, p.16). They present the data of the lives 
of women rather than perpetuate the myths and 
stereotypes that have been passed down to us and that 
have been accepted as conventional wisdom. They have 
challenged the romantic understanding of the role of 
motherhood by contrasting it with that of paid 
employment. They have pointed out the high demands and 
low control which lead to stress in motherhood and they 
have given us the phrase, "Thank God it's Monday!" to 
reflect the satisfaction a working mother can get from 
her outside employment. 
Their findings, based on an intensive study of 
three hundred middle-aged women, reveal among other 
things: 
[E]vidence to the case now being made by the 
"new wave" of social scientists that this 
(anatomical) approach is inadequate for 
explaining women's lives. A woman's level of 
well-being could not be predicted by whether 
or not she had children. Women did not feel 
devastated by "the empty nest;" and menopause 
caused so little disruption to the lives of 
most women that many saw it as a "nonevent." 
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You ouahth?n d ta that c°ntradict a theory, 
you ought to reexamine the theory! Our 
findings, together with those of our 
about^of' CaSt doubt on traditional ideas 
about women, but we're distressed at how 
P rsistent the tendency is to link women's 
lives mainly to their biology, both in 
explanations of their lives and in well- 
meaning prescriptions about how they should 
live. (Baruch, et. al.# 1983, p.234) 
Three major themes emerge from their documented study 
a healthy life demands the integration of both 
the instrumental and the affective domains, 
there is not one best "path for women". 
beneath new ideas and new words, the old myths 
linger" (Baruch, et. al., 1983, p.36) . 
They encourage us to abandon the straight jacket of 
sex stereotyping. They do this by presenting evidence 
of the diversity and complexity of women’s lives. This 
leads us to examine some of our ideas of what is 
appropriately feminine and what is not. The concepts of 
diversity and complexity, inherent in feminist 
scholarship, are apparent in all of their work. 
Lillian Rubin, author of Women of a Certain Age, 
The Midlife Search for Self (1979), is an inspiring 
feminist theoretician and researcher. Like Grace 
Baruch, Lillian Rubin's focus is on women at midlife. 
She does not shrink from putting her personal 
experiences under theoretical scrutiny and incorporating 
them in her research and writing. 
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I went to school (in 1963) - a college 
exciMno at th^rty-nine- Eight hard but 
d t J Years later, I left the campus with a 
doctorate in sociology and postdoctoral 
training in psychology. (Rubin, 1979, p.3) 
Her training and personal desire to study women at 
midlife coalesce in a focused study of the lives of 
women, "ages thirty-five to fifty-four" who lived their 
lives in compliance with the cultural mandates of their 
time, that is, the acceptance of the notion of the 
primacy of marriage and motherhood for women. 
The future aside, today's statistics alone 
make a powerful argument for attending to the 
problems of women at midlife. For they are 
the largest segment of the adult female 
population. ... There are today nearly 25 
million women in America between the ages of 
thirty-five and fifty-four - about one-fourth 
of the total female population. (Rubin, 1979, 
P.10) 
Her in-depth interviewing of 160 midlife women from 
all classes across the country led to issues that touch 
the deepest layers of the social structure and many 
personally held, unexamined assumptions. "Today's 
midlife woman had lived by the old rules — rules that 
promised kudos, congratulations, and fulfillment of self 
for giving up her own life to meet her responsibilities 
to others" (Rubin,1979, p.6). Rubin is not afraid to 
use the sociological/psychological evidence that she 
has collected to challenge some of the prevailing 
societal myths and stereotypes, such as the " ultimate 
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fulfillment of motherhood", that are at odds with the 
experience of the midlife woman. 
The midiite transition is, in fact, a 
SUlt °ne f°r most women ~ a time often 
Witold t tUnnoil and self-doubt, a time 
when old roles are being shed and the shape of 
new ones not yet apparent; a time of 
reordering long-held priorities, of 
restructuring daily life. From that small 
truth, however, has grown a large lie- a 
fabrication based on the one-sided and 
distorted view of women and womanhood; a view 
that insists that womanhood and motherhood are 
synonymous, that motherhood is a woman's 
ineluctable destiny, her sacred calling, her 
singular area of fulfillment. Until quite 
recently, this view has remained largely 
unchallenged - one of the accepted verities on 
which our social and economic system was 
built. (Rubin, 1979 p.24) 
Rubin shows us that it is the unexamined acceptance 
of the myth that is disabling to individuals, both male 
and female, and to society. An example of this is her 
reanalysis of the "empty nest syndrome". This phrase 
has become part of our culture, perhaps even an 
expectation of our culture. Rubin has gathered 
evidence, according to the testimony of most of the 
women in her study, that shows this is a time in the 
lives of women that is experienced as "relief" rather 
than depression. It is another psychological concept 
that was built on the pathology of depressed women and 
generalized by the male psychiatric profession to the 
healthy population of midlife women. Rubin contends 
that it is the socially acceptable, one dimensional 
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definition of women as mother or maternal being that is 
pathological and oppressive. 
Rubin’s citations of sociological studies 
illustrate the complexity of the issues of identity and 
socialization. 
As with any powerless group, women have learned 
well how to please, how to ingratiate, how to 
present themselves in accordance with definitions 
and expectations of the powerful... Unfortunately, 
behavior and consciousness are not so easily 
separable. ...In the face of myth, often feelings 
are repressed and denied long before they ever 
surface into consciousness. (Rubin, 1979, p.42) 
Lillian Rubin's work is always rooted in the real 
world. Her work is as easy to read as the "Dear Abby" 
newspaper column, which is read by millions every day. 
At the same time it is grounded in the complex 
theoretical explanations of feminists from many 
disciplines, such as psychoanalysis and anthropology, 
which are understood by a very literate few. Rubin 
explains that, even after two decades of feminist 
exposition, many women feel ambivalent in their search 
for equality and equity because they do not have the 
support from the significant others in their lives or 
from the institutions to which they belong. The 
ideological shifts necessary are difficult; "change in 
consciousness lags well behind change in language, and 
the inner conviction to back up the words is another 
matter" (Rubin, 1979, p. 147) We are constantly being 
reminded by Rubin of the fundamental social facts. 
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The pressures are harsh on a woman, 
...pressures both internal and external, 
pressures from a psychology and a society that 
long ago came together to keep her in her 
place .... the need to serve others before 
nerself... For many of the institutional forms 
of oppression remain alive and all too well. 
And if, in fact, they really were dead? It 
would still take more than these few years to 
change the consciousness of those who have 
suffered them. (Rubin, 1979, p.185) 
Contemporary Adult Development Scholars 
The following scholars force us to see even more of 
the complexity and intricacy of trying to understand the 
human condition. Each takes his own perspective, that 
is each chooses to use the lens of a particular aspect 
of psychology to add to our understanding of what it is. 
and what it can be, to be human. 
Robert Kegan, a former junior high school English 
teacher, now a developmental psychologist and Lecturer 
on Education at Harvard University, a therapist and 
researcher, gives us his "constructive -developmental" 
approach to adult development theory, the development of 
the activity of meaning-making. He focuses on the 
developments in an individual's very construction of 
reality. 
Thus it is not that a person makes meaning, as 
much as that the activity of being a person is 
the activity of meaning-making. There is thus 
no feeling, no experience, no thought, no 
perception, independent of a meaning-making 
context in which it becomes a feeling, an 
experience, a thought, a perception, because 
we are the meaning-making context. (Kegan, 
1982, p. 11) 
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This zone of mediation" where meaning is made is called 
the ego", the "self", the "person" by other systems of 
psychology (Kegan, 1982, p.3). 
Kegan acknowledges his debt to Jean Piaget and Carl 
Rogers. He does not offer a synthesis of the works of 
these two men but puts forward on another theory of 
development while honoring the great thinkers of the 
past. Kegan's debt to Piaget is seen in his 
developmental, sequential approach. This is modeled on 
Piaget's biological, evolutionary orientation as seen in 
his 1936 study of Swiss children, that is boys. 
Piaget s rigorous scientific methodology then strongly 
influenced the existential, humanistic theory of Carl 
Rogers, who relies on the "actualizing tendency" or the 
construction of the self in every person. Kegan not 
only acknowledges the new feminist scholarship in his 
prologue, he takes its challenge as the direction for 
his book. 
Psychologists with a special interest in women 
have suggested that male bias has led to an 
exaggerated and wrong-headed esteem for 
differentiation (which becomes associated with 
growth) to the devaluation of integration 
(which becomes associated with dependency). Is 
it possible to evolve a model of personality 
development which takes account not only of 
both sides of this tension but of the tension 
itself? (Kegan, 1982, p.5) 
Kegan has a very spiritual, yet scientific analysis 
of the process of human development. He describes 
stages of development, of adaptation, of embeddedness 
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and of transition in the ability to process the data of 
our lives, the reality. He believes that the two 
greatest yearnings of life are: 
the desire to be included, to be part of, 
close to, joined with, to be held, admitted, 
accompanied. The other might be called the 
yearning to be independent or autonomous, to 
experience one's distinctness, the 
-chosenness of one's directions, one's 
individual integrity. (Kegan, 1982, p.107) 
He graphically depicts the human development as a 
helix. (Figure 4). This is a three dimensional figure. 
While it is not a perfect explanation of the miracle of 
growth, it does suggest that humans are always in 
process. Kegan stresses that human being is action, the 
movement from and toward the yearnings and fears of 
inclusion and independence. A model in pursuit of the 
psychological meaning and experience of (personal) 
evolution - intrinsically about differentiation and 
integration - is less easily bent to ... prejudice 
(Kegan, 1982, p. 109). 
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Traditionally 
Masculine 
Issues of: 
-differentiation 
-separation 
-antonomy 
Figure 4. Helix Image of Adult Development 
Traditionally 
Feminine 
Issues of: 
-integration 
-attachment 
-inclusion 
Kegan gives us the vision of a true respect for 
differences, for growth, for interaction with "others” 
and, for the possibility of true community. 
Wherever one looks among developmental 
psychologists, from Freud at one end of a 
spectrum to Carl Rogers at the other, one 
finds a conception of growth as increasing 
autonomy or distinctness. The yearning for 
inclusion tends to be demeaned as a kind of 
dependency or immature attachment. Only a 
psychology whose root metaphors intrinsically 
direct an equal respect for both poles (and 
orient to the relation between them) can hope 
to transcend this myopia. (Kegan, 1982, 
p.209) 
His theory is about raising consciousness about 
taking our culture to another evolutionary plane in 
understanding adult development. He would have no less 
than a 
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f Se T h theory (that) protects the least 
statul rZ^ CUlture from having their 
^served by a psychology which is 
unwittingly the agent of the privileged. 
(Kegan, 1982, p.213) 
Howard Gardner brings the "findings of the 
biological sciences, the 'harder' sciences" (Gardner, 
1983, P•33) to his study of human potential and 
multiple intelligence. He is a MacArthur Fellow and a 
psychologist at Harvard University, and has been part of 
an international research group since 1979, "exploring 
the nature and realization of human potential...in order 
to help disadvantaged children to realize their 
potential." (Gardner, 1983, p.xix) He relies heavily on 
biological, cognitive and anthropological research to 
illuminate a far wider and more universal set of human 
competencies than has ordinarily been considered. His 
cross cultural and historical approach respects, as 
intelligence, the navigational skills of the Polynesian 
sailor as well as Mozart's compositions. 
Gardner identifies seven intelligences: linguistic, 
musical, logical-mathematical, spacial, 
bodily-kinesthetic and the two personal intelligences, 
the intrapersonal knowledge of the self and the 
interpersonal knowledge of the self and others in 
relationship. By careful identification of these 
intelligences we come closer to understanding the 
potentials in each human being and hopefully move 
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farther away from the past stereotyping which has 
limited the development of human potential. 
Apart from his decision to use the pronoun, "he" as 
the generic, I agree with Gardner's conclusion that it 
takes a range of human competencies and information to 
successfully work through the phases of adult life in 
any society. Although he would not consider himself a 
feminist scholar, his work on cognition supports the 
feminist perspective that: 
Nowhere is the pattern of using male 
experience to define the human experience seen 
more clearly than in models of intellectual 
development. The mental processes that are 
involved in considering the abstract and the 
impersonal have been labeled "thinking" and 
are attributed primarily to men, while those 
that deal with the personal and interpersonal 
fall under the rubric of "emotions" and are 
largely relegated to women. As dichotomous 
"either/or male thinking" is so common in our 
culture and as we tend to view human beings as 
closed systems, the expenditure of energy in 
one part of the system has been seen 
inevitably to lead to depletion elsewhere. 
(Belenky, et al, 1986, p.7) 
Gardner would have us acknowledge that some people, 
and indeed some cultures, are "gifted" in certain 
competencies and that each person develops a unique 
profile of multiple intelligences. 
Emphasis may differ, but the fact that one is 
a unique individual, who still must grow up in 
a social context - an individual of feelings 
and striving, who must rely on others to 
furnish the tasks and to judge one's 
achievements - is an ineluctable aspect of 
the human condition and one firmly rooted in 
our species membership. (Gardner, 1985, p. 
254) 
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research addresses the need to acknowledge the 
diversity operative in human behavior rather than the 
need to judge behaviors in a hierarchical manner. 
The less a person understands his own 
feelings, the more he will fall prey to them. 
he less a person understands the feelings, 
the responses and the behavior of others, the 
JikelY wil1 interact inappropriately 
with them and therefore fail to secure his 
proper place within the larger community. 
(Gardner, 1983, p. 254) 
Feminist Correctives 
Another group of scholars across the disciplines 
draw our attention to the issues of race, class and age 
present in any urban population. They remind us not to 
assume that the white middle class woman is the 
universal but to preserve the awareness of diversity in 
any understanding or theory developed by, for and with 
women. One of the most positive developments of the past 
decade is the art and scholarship being produced by 
Black women. One can no longer be considered literate 
without a knowledge of the works of Toni Morrison, Paule 
Marshall, Alice Walker, Gloria Naylor and others. 
Philosopher, Angela Davis, whose published work and 
activism center on issues of race, gender and class, 
uses her own experience of being a Black woman in 
America as the source for much of her writing and 
teaching. In Women, Race & Class, she illuminates much 
of the racist, sexist, class bias of the reporting of 
103 
the history o£ Black women in America. Davis dismantles 
the myth of the Black Matriarchy as another ploy of the 
advantaged society to blame the victim. This 
designation implies a power structure in which Black 
women undermined the "manhood" of Black men, again men 
are taken as the center of the historical condition. 
Rather, Davis tells us, the female single head of 
household phenomenon reflects the necessary adaptation 
of Black women to the "alien and predatory economic 
interests. ... one more version of American 
neo-Freudian revisionism where women who evidenced the 
slightest degree of independence were perceived as 
castrating" threats to the male identity." (Donovan, 
1986, p.157) 
Davis provides a context for a reexamination of 
eiitist ideas of the dominant culture, which we have 
accepted as history in general as well as in feminist 
works. This can be seen in her distinction of the uses 
of birth control, previously thought to be a universal 
good for all women. She points out that it is a right 
for the privileged and a duty for the poor, "As if 
having fewer children could create more jobs, higher 
wages, better schools, etc., etc." (Davis, 1981, p.205) 
She documents the lives of Black American women in 
slavery and after. The equal work of male and female 
slaves in the fields, the sexual assaults suffered by 
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female slaves and the need to work outside the home 
after Emancipation", all caused a different historical 
development for Black women and white women. 
*® l ^irecI; consequence of their outside work 
h f women no less than as slaves - 
housework has never been the central focus of 
Black women's lives. They have largely 
escaped the psychological damage industrial 
capitalism inflicted on white middle-class 
ousewives, whose alleged virtues were 
emmine weakness and wifely submissiveness. 
*.. The unorthodox feminine qualities of 
assertiveness and self-reliance - for which 
Black women have been frequently praised but 
more often rebuked - are reflections of their 
labor and their struggles outside the home. 
(Davis, 1983, p.230) 
She sees racism and sexism as functions of the 
capitalist society in which the upper class must impede 
the working-class so as to benefit from their own 
exploitative designs. This philosophical stand 
influences her historical analysis. She often glosses 
over the contribution of White women like Lucretia Mott 
and the Grimke sisters, who never deviated from the 
ideal of political and economic freedom for all people. 
Black or White, male or female. Davis never misses a 
chance to point out where the first suffragist movement 
failed to live up to their early identification with all 
oppressed groups and their uncompromised ideals of 
freedom for all groups. Davis sees the primary 
oppression as: 
working class women and Black women alike were 
(and are) fundamentally linked to their men by 
the class exploitation and racist oppression 
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theCsexes ‘mf d°eS’ not ^criminate between 
ne sexes- (Davis, 1983, p. 142) 
It is apparent in her writing that she is a polemicist 
socialism, however, her work does serve to remind us 
of the exclusion of the reality of Black women from our 
traditional presentation of history/herstory. She also 
reminds us of alternatives'to our traditional economic 
systems. 
Professor Kathleen Gerson has used her personal 
experience of trying to decide whether or not to combine 
a career in sociology with parenting as the inspiration 
for her very detailed study of the way women make 
decisions about working and child rearing. She uses a 
feminist grounded method of letting the middle and 
working class women tell their life histories. From 
these intimate stories about how and why women choose or 
choose not to have children she confronts the 
differences among women. 
By examining differences among women, this 
study views them not as members of a 
homogeneous group, but rather as social 
science has always viewed men: as individuals 
situated in variable social contexts who bring 
differing resources and degrees of power to 
their situations. ... Social theory also needs 
to recognize that women, like men, vary in 
their orientations, capacities, and abilities 
to integrate the parts of their selves. 
(Gerson, 1985, p. xiv) 
She refuses to accept that patriarchy or capitalism are 
the philosophical constructs that fully explain women's 
behavior, because they are too rooted in the factor of 
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external coercion. -The unfortunate implication of 
these analyses is that women are so victimized .... The 
problem is understanding why women perceive their 
situation as they do and how they decide among the 
conflicting interests they confront" (Gerson, 1985, p. 
28) 
Alice Walker, poet, writer, teacher and feminist 
has used her craft of poetry and fiction to show the 
Black woman in relationship to her family, her culture, 
white society and herself. She gives us the phrase 
"Womanist, ...a feminist of color. ... Committed to 
survival and wholeness of entire people, male and 
female. Not a separatist, except periodically for 
health. Traditionally universalist..." (Walker, 1983, 
p.xi). Her Pulitzer Prize winning novel. The Color 
Purple, and its subsequent release as a movie, as well 
as her other writings, have brought to popular 
consciousness many of the concepts that feminist 
scholars have been developing. She has given to 
American literature the character of Ceiley, a woman who 
had been abandoned and abused physically and spiritually 
but who was able to find within herself the power, with 
the help of her friend, Shug, to turn her story from a 
tragedy to a human adventure. 
The contributions of feminists in the arts can 
reach a wide audience without the threat or burden of 
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academic structure. Alice Walker, Paule Marshall, Toni 
Morrison, Gloria Naylor, and others write from their 
experience and knowledge of the Black woman's 
experience, and they are constant reminders to scholars 
to be inclusive rather than exclusive and to be open to 
the experience of women as the source of theory. 
Literature and the arts call upon scholars to stretch 
their assumptions. 
A reading of the literature produced by women 
of color allows us to see that they do not 
regard themselves either exclusively or 
primarily as victims. On the contrary, their 
literature overflows and effervesces with the 
culture of resistance, with strategies for 
survival, with tactics for revenge, with 
humor and resilience. ... these stories 
address the dynamics of race and class 
privilege which operate to keep white, and 
especially middle-class, women insulated and 
segregated from women of color. (Aptheker, 
1982, p.14) 
Johnnetta Cole, Professor of Anthropology, and now 
President of Spelman College, persuasively argues that 
feminists acknowledge racial, ethnic, class, and many 
other differences because "a great deal of harm can be 
done by sweeping away differences in the interest of an 
imposed homogeneity" (Cole, 1986, p.3). Her anthology. 
All American Women (1986), rests on the conviction that 
describing and respecting our differences will 
substantially strengthen feminist theory and subsequent 
action. 
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Cole divides her book into the several spheres of 
women s lives, which are examined for commonalities and 
differences. 
in tht n ^St terms'.we can say that women 
arp n nited States, in comparison with men, 
hinhpc^ "other." From language to the 
lghest political offices, men are the 
standard and women the other. (Cole, 1987. 
P • ^ 3) 
Both the content and organization of the book are 
constant reminders of the past chauvinism in women's 
studies that took white, middle-class issues as the 
standard. Cole reminds us, along with many other 
feminists, that an unexamined perspective leads to 
dangerous ignorance, heart-numbing indifference and 
complacency. 
The reader is forced to confront, through 
statistics as well as the personal experiences of women, 
the commonalities and the differences that exist among 
women: 
The average life expectancy of the American 
Indian woman is in the mid-forties, (p.9) 
The unemployment rate for black women was 13.2% in 
1985 and for white women 5.7%, reflecting the 
decades long trend of black unemployment being 
twice that of whites.(p.9) 
Of all jobs, an estimated 96% are segregated 
by sex, with paychecks reflecting the 
difference between women's pay and men's.(p.7) 
The dominant ideology in the United States 
still presents a family consisting of one man 
who goes off to earn the bacon, one woman who 
waits at home to fry it, and roughly 2.5 
children poised to eat it. The reality is 
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S&eS°85S.th“ °f a11 in the nited States are of this type.(p.H) 
One thing shared by US 
we are the subjects of 
practices, a folklore, 
categorize all women as 
either live up to or fa 
female sexual being, 
of young, never fat but 
heterosexual, ...it is 
image cuts across racia 
lines.(p. 15) 
women is the fact that 
attitudes, values, 
and "humor" which 
sexual objects who 
11 short of the ideal 
. an objectified notion 
"well developed", 
striking how this ideal 
1, ethnic, and class 
Sexuality and reproduction are areas of 
radical responses, divisions and creative 
possibilities for change. ... these issues are 
biological ... they become social issues...a 
matter of power, that is to say politics, (p. 
(Cole, 1987, p. 19) 
The reader is overwhelmed with the reality of the 
complexity of women's lives. Cole demonstrates the 
need for more scholarship based on the experience of 
diverse women's lives. Only by attending to the 
diversity will we be able to identify the specifics we 
must change to provide women with the practical, 
everyday equity and equality that will make a difference 
in their lives. Cole, along with other feminists, calls 
upon us to give up the homogenized vision of women that 
will keep us thinking of ourselves as powerless victims 
of the "system". 
Too often we pour the energy needed for 
recognizing and exploring differences into 
pretending those differences are 
insurmountable barriers, or that they do not 
exist at all. ...Either way, we do not develop 
tools for using human differences as a spring 
board for creative change within our lives. 
(Lorde, 1984, p.115) 
Cole's scholarship, like all good feminist 
scholarship, leads to consciousness raising and 
ultimately to action. she says in an interview. 
IJTS° l0°k at Problems in ways that I 
tnink are very, very much in the 
anthropological tradition. Which means, first 
or all, one appreciates the tradition, but 
second, one also at least raises the 
possibility that there are different ways of 
doing the same thing. And it's in that 
discourse where interesting things happen. (Me 
Henry, 1987, p. 60) 
Conclusion 
One must be aware of the issues of adult 
development, both from the "classic" and feminist 
perspectives, mid-life tasks, race and class before one 
can begin to understand the context of the lives of the 
majority of the elementary school teachers in Boston. 
The scholars mentioned here, and others, give us the 
theoretical tools necessary to examine the societal and 
institutional structures of sexism and its related 
oppressions which affect the personal and academic lives 
of the teachers and students in the City of Boston. 
There is more to understanding the profession of 
teaching in the urban elementary schools than giving the 
demographic information on the staff. We need to look 
at the images they have of themselves, that others have 
of them and see if these underlying assumptions are real 
and if they are empowering or disempowering. 
For me, there is no doubt that - in this as in 
any other arena of living - knowledge is 
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i 1 11 we live with illusion and, 
lideSd i?'-"X‘h h°Pelessnes9 and despair, 
abon? 18 3USt this sense o£ futility 
Fo? the 5»?96;: • that 1 WOUld hope to temedy. 
i 2 defeatlsm comes not because our 
® ls depressing but because it has 
been faulty... (Rubin, 1983, p.207) 
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CHAPTER 3 
To assess 
there is 
171) 
the damage is a dangerous act; 
even more dangerous. (Anzaldua, 
to stop 
1984, p. 
METHODOLOGY 
Rationale for Qualitative Method 
This research uses the qualitative method, 
obtaining data by asking experienced teachers to share 
their personal reflections on their careers. The 
particular form of qualitative research chosen is the 
phenomenological in-depth interview because it is found 
to be the most respectful of the participants. (Roberts, 
1981, Seidman, 1985) 
In this phenomenological method the people 
interviewed are never the object, the instrument or the 
tool; they are participants. They are even considered 
by some researchers, including me, as co-authors. 
The quality of the relationship between the 
interviewer and the respondent can be 
characterized in several ways. ... the depth 
interview (interviewer and respondent are 
"peers"); and the phenomenal interview (both 
interviewer and respondent are "caring 
companions" with a commitment to "empathic 
search"). (Lincoln and Guba, 1985, p.269) 
It is from the content of the interviews, that is, 
the words of the participant, that the researcher 
captures what is known. It is the experience and the 
reflection on that experience of the participants that 
is the ground for theory. Stanley and Wise point out. 
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what is new here is the conscious and deliberate 
sharing of skills, the recognition that the researched 
have power and knowledge which the researchers need" 
(Stanley and Wise, 1983, p. 20). This method brings 
into the scholarly community an awareness of what is 
known and experienced by the practitioners in the 
elementary school classrooms in Boston. 
The purpose of in-depth interviewing is not to get 
answers to questions, not to test hypotheses, and 
not to "evaluate" as the term is normally used. At 
the root of in-depth interviewing is an interest in 
understanding the experience of other people and 
the meaning they make of that experience rather 
than being able to predict or control the 
experience. The purpose of in-depth 
phenomenological interviewing, then, is to have 
participants reconstruct their experience and 
reflect on the meaning they make of that 
experience. (Seidman, E., Sullivan, P., and 
Schatzkamer, M., 1983, p.639) 
This methodology, which respects the experience and 
the reflection of the participant, is feminist in 
principle as well as in content 
for, feminism itself, is deeply and 
irrevocably connected to a re-evaluation of 
'the personal’, and a consequent refusal to 
see it as inferior to, or even very different 
from, 'science*. (Stanley and Wise, 1983, p.6) 
The literature review, Chapter 2, suggests that the 
emergence of a body of feminist theory points to the 
need for feminist research based on the experiences of 
women, and presented in a manner that is appropriate to 
describing the quality of that experience. 
The explosion of scholarship on women in the 
last two decades has ...made possible not only 
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f thG or9anization of knowledge 
the political structures of the 
Studipo i°ns ln Which We °Perate- Women's 
what w!-haS enabled us to see in all areas 
what we ve come to call the "invisible 
paradigms" of the academic system and the 
larger cultural context that marginalize or 
n--alize the lives of all women, the lives 
™,*-B1^Ck?,-and °f ethnic minorities, and those 
®lde the dominant class or culture. 
(Schuster and Van Dyne, 1983, p.l) 
Mary Daly, among other feminist scholars, suggests 
the importance of going beyond the quantitative method 
of gathering data. She encourages us in Beyond God the 
Father, (1973) to go beyond statistical methods and huge 
random samples and to examine the unexamined assumptions 
of our daily lives, which will lead us to see the hidden 
substructures in our civilization: 
The tyranny of methodolatry hinders new dis¬ 
coveries. It prevents us from raising questions 
never asked before and from being illuminated 
by ideas that so not fit into preestablished 
boxes and forms. The worshipers of Method 
have an effective way of handling data that 
does not fit into the Respectable Categories 
of Questions and Answers. They simply 
classify it as nondata, thereby rendering it 
invisible, (p. 11) 
A new respect for qualitative methodology is 
gradually reaching beyond the academy to the general 
public. Even the New York Times carried a story about 
Harrison Owen, a high priced consultant to businesses, 
who recognized the validity of listening to workers as a 
means of gathering essential information about an 
organization. In his work of "monitoring the corporate 
spirit,... he listens to the "stories" workers swap 
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around the office coffee machine, 
convey the prevailing spirit within 
Taken together, they 
a company". (Cook, 
1988, p.27) 
Surprisingly, little research has been done from 
the point of view of the elementary school classroom 
teacher. There was not one entry in the computer Guide 
to Periodical Literature Psychology Data Base, called 
the "Silver Platter, PsycLIT (1/83 -6/88)", with the 
intersection of women and elementary school. In recent 
years, however, a feminist critique of traditional 
research as well as qualitative methodology have opened 
new approaches to the study of issues in elementary 
school education. 
A basic approach to understanding the 
complexities of any organization is to 
understand the experience of those who 
comprise the organization and carry out its 
processes. (Seidman, 1985, p.14) 
This careful listening and analyzing is called 
phenomenological in-depth interviewing. The process 
stresses the meaning people make of their experience as 
being crucial to the way they carry out their work. The 
goal is to understand in as much detail as possible the 
experience of the person; the goal is not to prove or 
disprove a preconceived notion. 
One of the dominant themes in educational research 
concerning the elementary school has been the 
devaluation of teachers. 
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haveCbeenraLr°leVf mothers and teachers 
-in „ een given a demeaning and negative caste 
ihen socletV- This is especially ironic 
doama tha*0"? 1<?ers the contra<3ictory cultural 
« o . that childre” are our most 
attaint ^esource- The negative images 
d to moth®rs and teachers are not 
status inrfhleCtl°n °f their low socioeconomic 
status in this society; the images are 
at°^nHllY charged* When people tremble 
at the decaying social institutions, 
isintegrating life in communities, when 
values, traditions, and rituals seem to be 
tadmg away, mothers and teachers become the 
focus of abuse, the objects of discontent. 
This cultural dissatisfaction is expressed in 
demeaning cultural images and rationalized in 
social science research. (Lightfoot, 1978, 
P- 43) 
Journalists and researchers routinely suggest that 
problems in elementary education arise because teachers 
have not motivated the students or individualized 
instruction for them, have not kept up with the 
research or kept their skills current. A perfect 
example of the pervasiveness of this idea and the 
ridicule to which teachers are publicly subjected to was 
a cover of Newsweek magazine in September, 1984; it 
showed a chalk drawing of a teacher in a dunce cap 
accompanied by the caption: "Why Teachers Fail - How to 
Make Them Better." It has been easier and less 
threatening in much past research and journalistic 
reporting to concentrate on identifying individual 
teacher inadequacies than to question the deeply rooted 
and socially accepted assumptions that undergird our 
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social structures and which allow for, and perhaps 
support, the failure of urban education. 
In this research, ten women in the Boston 
elementary schools share their reflections in multiple 
in-depth interviews on what their lives have been like 
as teachers in Boston's elementary schools. Qualitative 
methodology with an expressly feminist orientation is 
the most appropriate research method for this kind of 
study for several reasons. 
Qualitative measures describe the experience 
of people in depth. The data are open-ended 
in order to find out what people's lives, 
experiences, and interactions mean to them in 
their own terms and in their natural settings. 
Qualitative measures permit the evaluation 
researcher to record and understand people in 
their own terms. (Patton, 1980, p.22) 
Feminist scholarship provides yet another reason to 
insist on a qualitative phenomenological style of 
interview rather than a quantitative questionnaire 
approach. In the feminist context of the interview 
form, the word "story" is used in the broad sense of a 
narrative of experience. 
Women live in a world where women's stories 
rarely have been told from their own 
perspectives. since women have not told 
their own stories, they have not actively 
shaped their experiences of self and world nor 
named the great powers from their own 
perspectives.Women have lived in the 
interstices between their own vaguely 
understood experience and the shapings given 
to experience by the stories of men. 
Instead of recognizing their own experiences, 
giving names to their feelings, and 
celebrating their perceptions of the world. 
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(ar?s??Vi98“ep.5;PPreSSed and denled them- 
This methodology thus respects the participants as 
knowers who construct the meaning of their lives and it 
asserts that what is "known" by them is worthy of the 
attention of the community of scholars. 
as Once we undertake to use women's experience 
>L^ef£UrCe tC> gene^ate scientific problems, 
ypotheses, and evidence, to design research 
tor women, and to place the researcher in the 
same critical plane as the research subject, 
traditional epistemological assumptions can no 
longer be made. These agendas have led 
eminist social scientists to ask questions 
about who can be a knower (only men?); ...what 
kind of^things can be known (can "subjective 
truths," ... count as knowledge?); the nature 
of objectivity (does it require "point-of- 
viewlessness"?); the appropriate relationship 
between the researcher and her/his research 
subjects (must the researcher be 
disinterested, dispassionate, and socially 
invisible to the subject?); what should be 
the purposes of the pursuit of knowledge (to 
produce information for men?). (Harding, 1987, 
p.181) 
Qualitative methodology, when chosen as the primary 
means of creating theory, is operative on many levels. 
Not only is it the means for collecting information from 
the participants, but it also sets the philosophical 
foundation for valuing the information received. It 
also encourages the researcher to be attuned to 
unsolicited issues and information that emerge unasked 
from the context of the story of another. 
Further treatment of issues related to qualitative 
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methodology will be found in the description Qf the 
interview process later in this chapter. 
Delimitations 
Women as the Poniil^inn 
I have chosen to focus my research on the 
experience of women who have been teaching in the Boston 
Elementary schools. Demographics alone would dictate an 
increased attention to women since they constitute the 
overwhelming majority of the elementary school teacher 
population. ( See Figures 2 and 3 in Chapter 1.) 
Another reason for this decision is the fact that women 
have been neglected as subjects of research in male- 
dominated institutions, including schools. This work is 
a part of the feminist corrective of that situation. I 
agree with the authors of Women's Wavs of Knowing. 
(1986) . 
In our study we chose to listen only to women. 
The male experience has been so powerfully 
articulated that we believe we would hear the 
patterns in women's voices more clearly if we 
held at bay the powerful templates men have 
etched in the literature and in our minds. 
(Belenky, et.al., 1986, p.9) 
My research focuses on the lived experience of the 
teachers in the elementary schools of Boston. Their 
words alert us to the complexity and reality of the 
children's lives and its impact on their ability to 
learn. 
Not only do we underexamine and distort 
women's activities in social science, but we 
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ac?uaUv1fun^nder!tand h°“ Social ^sterns 
accountbecause we do not take into 
the interni ° their most basic processes: 
networks aidYfh ren informal' interpersonal 
the formal- official social 
studiecTnni Jw °a" be ar9ued that (we)...have 
studied only the tip of the iceberg by 
action^nd^1!3171^ t0 the formal, official 
action and actors. (Millman and Kanter, 1987, 
the past, this kind of qualitative research has 
been criticized for not being objective and 
dispassionate. My theoretical position, with its 
feminist orientation, suggests, on the contrary, that it 
is time to study those issues which are close to us, the 
issues that bring us joy and sorrow. Our involvement 
and interest in our research will lead to a better 
understanding of the human condition as we know it. I 
am committed to using the data base of competent women 
who are achieving under very difficult conditions 
(Goleman, 1981) and to presenting their voices and 
experience as a partial corrective to the enormous 
amount of early research that has drawn women subjects 
from a pathological context, such as Freud's data base. 
The methodology of asking veteran women teachers 
about their experience affirms the feminist position 
articulated by Peggy McIntosh (1985) of bringing the 
material of the private consciousness into public life. 
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Number of ParUcipants in the RMMrnh 
Glaser and Strauss supply the theoretic basis for 
using a limited number of participants in the in-depth 
interview process. 
Theoretical sampling is done in order to 
iscover categories and their properties, and 
to suggest the interrelationships into a 
theory. ... The adequate theoretical sample is 
judged on the basis of how widely and 
iversely the analyst chose his groups for 
saturating categories according to the type of 
theory he wished to develop. (Glasser and 
Strauss, 1967, p.61) 
When the researcher is conscious of controls for 
bias and selects participants with the intention of 
having a variety of responses, then the sample will not 
be too narrowly focused. The condition of "theoretic 
saturation" or repetition of issues and stories was an 
issue in the pilot study of the nineteen teachers. 
After an analyst has coded incidents for the same 
category a number of times, he learns to see 
quickly whether or not the next applicable incident 
points to a new aspect. ... (repetition) only adds 
bulk to the coded data and nothing to the theory. 
(Glaser and Strauss, 1967, p. Ill) 
Ten is an acceptable number for a 'purposive 
sample’, i.e., one which the researcher believes will 
yield the most comprehensive understanding of the 
subject under study. (McCall and Simmons, 1969) 
Also the enormous amount of data generated by two 
intensive interviews with each individual which needs to 
be personally analyzed several times, demands that the 
number of participants be kept reasonable. 
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This study does not pretend to offer "hard data" 
which can be generalized to the whole population of 
teachers, or to urban teachers or to all Boston 
elementary school teachers. Rather it offers an 
insider's view of a portion of the reality experienced 
by some Boston teachers. It is an exploratory study 
which is suggestive rather than definitive; it points to 
further study rather than immediate solutions. With the 
authors of Women’s Ways of Knowing. (1986) I want to 
share not to convince. 
Reputation of the Respondents 
This research was designed to listen to the voices 
of long-time, experienced teachers who are committed to 
the possibilities of their career and to the potential 
of their students. I originally solicited names of 
teachers who had participated in professional 
development activities from colleagues who were involved 
in developing those programs. In every interview, I 
asked the teacher to suggest the names of other teachers 
whom they respected. One informal criterion that was 
mentioned was that the respondents would be women about 
whom others would say, "I would love to have my child 
in her room." The result was that I had a list of women 
known by their peers to be extra-ordinary teachers, for 
a variety of reasons. 
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The interview 
was not designed as a problem solving 
session. 
We were interested in having the faculty 
reconstruct their experience of work ... and 
not*interest^H mea"in9 of their work; we were 
occasion ln havlng participants use the 
occasion of the interviews to vent their 
-i • °r at someone in their 
institution. (Seidman, et. al., 1983, p.647) 
None of the teachers interviewed had anything 
material to gain in this study; yet, people gave of 
their time, and suggested others who would be willing to 
be interviewed, motivated only by their desire to "make 
things better" in the Boston schools. 
I did not ask administrators to suggest teachers 
because, from personal experience, I know that sometimes 
their judgment of a "wonderful teacher" may be self- 
serving, that is, based on which teacher makes their 
administration easiest, for example, the one who has the 
tightest discipline, or the one who gets all the paper 
work to the office on time, or the one who always has 
her class waiting quietly for the dismissal bell, or a 
combination of all of the above). Each teacher in my 
sample has been observed by a peer for an extended 
period of time, and judged by one or more to be a 
wonderful teacher. This method corrected for the teacher 
who makes a good first impression or the personal 
preferences of the researcher. 
124 
I was not looking for a random sample of veteran 
teachers because the numbers involved in the study are 
too small for a random sample. 
\?f a true random sample is next to 
impossible when doing a study based on in- 
aepth phenomenological interviewing. To be 
truly random, the population from which the 
sample is chosen must be extremely large, and 
the final sample itself must be large. 
(Seidman, et.al., 1983, p. 644) 
Focus on the Elementary School Tpanhpr 
People ... have tended to ignore or act 
condescendingly toward those who labor in day 
care centers, pre-schools, kindergartens, 
secondary and primary schools: these 
unfortunates may elicit sympathy, but will 
rarely get ... respect. (Frankenstein and 
Kampf, 1986, p. 1) 
When asked which one change would help the status 
of teaching, seven of every ten elementary teacher 
respondents to an Instructor magazine reader poll in May 
1986 chose the response - "an improved public 
understanding of their job and other alterations related 
less to remuneration than to respect, autonomy, and 
professionalism." (Bennett, 1986, p. 47) 
[Historically] women came to constitute the 
majority of elementary teachers for the simple 
reason that women could be hired cheaper than men. 
The real power in education always has been with 
men, and this is true today as much as ever. ... By 
and large, it was men ...who made the final 
decisions about what we were taught in school - and 
who still make those decisions today. (Sanford and 
Donovan, 1984, p.188) 
The working conditions and expectations of the 
elementary school teacher are understood to be different 
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from teachers in -upper” levels. The elementary teacher 
spends very little time with colleagues, because she is 
usually in her room with her students, is responsible 
for them from the moment they arrive at school until 
they get on the bus or are dismissed from the school 
property. in urban schools, such as Boston, the teacher 
is judged harshly by herself and others 
if year after year she is unable to recreate 
AFnr^h9^1?118 conversion of a depressed, poor 
AtDL child to a passionately curious, on- 
reading level plugger, she is not fulfilling 
every child s potential, is by definition 
tailing - the child, the school, herself, and 
society's hopes for the future. (Freedman, 
Jackson, Boles, 1986, p. 17) 
This research contends that it is time to listen to 
the voices of women elementary school teachers and how 
they make meaning of their careers. Do they see 
themselves as professionals, with a body of knowledge 
and skills, or do they see themselves as just "doing 
what comes naturally"? 
This "natural" perspective often means that the 
qualities of patience, nurturance, and organization, 
which are major strengths in an elementary school 
teacher, are often trivialized by our press and our 
society. The work of the elementary school teacher is 
then diminished, and they do not receive the emotional 
or financial satisfaction nor the professional status 
due their work. 
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Veterans of Fifteen or MnrP 
It is generally accepted in literature and in 
practice that new teachers need attention and 
nurturance; such is not the case for the veteran 
teacher. This study concentrates on the concerns of 
the well seasoned professional, the woman at mid-life. 
...I want to assure you that teachers change 
and grow. So little research has been done on 
stage development of teachers that the 
literature recognizes only three categories - 
intern, novice, and veteran. This is 
laughably over-simplified. ... The interior 
world of the teacher is quite different. 
(Metzger, 1986, p.351) 
These veteran teachers have invested a significant 
portion of their adult lives in their profession and in 
the students of the City of Boston. They are not 
learning their craft, nor are they being enculturated to 
the school system. 
"Veteran" in the context of this research can stand 
as a synonym for the experienced and middle-aged women 
who have been teaching in Boston for at least fifteen 
years. Middle-age is most simply and broadly defined as 
that period of life between youth and seniority; all of 
the teachers who were interviewed could agree to that 
explanation; however, some were not comfortable with the 
phrase "middle-age", but that is another issue to be 
studied at another time. Grace Baruch and Rosalind 
Barnett of the Wellesley College Center for Research on 
Women, among the acknowledged experts on mid-life women. 
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define the middle years as 35 to 55. it is 
dramatically clear (See Figures 2 and 3) that women 
between the ages of 35 and 59 are the most numerous 
group in the population of elementary school teachers in 
Boston, as is the case nationally (Crow, 1985). These 
women have given years of service to the children of the 
City of Boston and have years more to give. 
Research has pointed out that one of the 
developmental tasks of mid-life is to ask the question, 
"What is the meaning of my life up to this point?". 
These teachers have an enormous amount of lived 
experience; they have seen many changes in their careers 
and experience. Some have been laid off, some have 
changed fields of certification, they have all seen 
innovations and administrations come and go. They have 
rich, complex material on which to draw for their 
reflection and the construction of meaning in their 
lives and work. This cohort 
does share some cultural characteristics that 
provide a context for identity development: 
they have all been exposed to the same major 
social trends and national historic events in 
the United States (and the City of Boston) 
(Kaufman, 1986, p.21) 
I wanted to collect the reflections of women who 
had devoted a significant portion of their careers to 
the elementary school students in Boston because I 
wanted to be able to capture the reflections of those 
teachers whose life task is or soon will be to make 
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sense or meaning of that part of their lives lived in 
the Boston Schools. 
New teachers or teachers returning to the classroom 
after years of working at home have not been included in 
this research because they have different professional 
and personal tasks as this point in their careers. They 
need to acquire and practice skills and become 
enculturated to school life; they also need time for 
reflection but in the context establishing themselves in 
their career. 
I also have a personal reason for choosing teachers 
with at least fifteen years experience; I am a veteran 
teacher in the process of "making meaning" of my years 
in the classroom. 
Boston Public Schools 
I have limited my study to teachers who have worked 
in the City of Boston because of my concern for the 
system in which I have been involved for the past 
twenty-three years. Boston presents, in microcosm, all 
the issues and struggles of racism, classism, sexism and 
poverty that we see in our urban schools on a national 
level as well as existing in our other social, cultural 
institutions. 
The issue of public education in Boston has 
been the topic of intense discussion and 
debate for the last twenty years. ... Since 
Boston public schools educate 10 percent of 
the children of Massachusetts - 5 percent of 
the children of New England - the problems of 
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the Boston schools spill over 
communities and other states. 
P • • « ) 
to other 
(Cronin, 1985, 
No Immediate Solm-i™, 
realize that research does not pretend to "fix" 
problems but to understand them; however, for me, the 
fact that this research has no immediate solution to 
offer for the plight of the elementary school students 
and teachers in Boston is certainly its most limiting 
factor. I acknowledge that the issues are so deep and so 
pervasive that this study only offers a new way to think 
about the problems - by asking those closest to them, 
the teachers. We have already had too many ill 
conceived plans developed by outsiders to "fix" the 
schools. We have had too many abandoned "Educational 
Plans" from transient administrators. The issues in 
school improvement are not the same as the issues 
involved in retooling a factory or streamlining an 
We are concerned with supporting human 
potential, with encouraging the present and future 
intellectual and creative growth of our children. It is 
essential at this time to listen to the voices of the 
women who have been giving themselves and their best 
work to the young children in the City of Boston. The 
time has come for researchers to let the voices of these 
strong, intelligent women tell us what issues need 
attention. New text books and new curricula have not 
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Significantly changed the conditions in the schools, it 
is time for the teachers to tell us what it is they need 
d what their students need. So then, this research is 
only a beginning; it does not offer an immediate 
solution or a "quick fix". it offers the start of an 
intensive, collaborative process of sharing what we 
know, what we want and how we care for our children in 
the City of Boston. 
The knowledge that is gained from the reflections 
of these veteran teachers, which may be called local 
theory, is 
an aggregrate of local understandings that 
without the intervention of the researcher, 
would remain isolated, and, we may presume, 
tacit (or at least remain at the level of 
folklore or conventional wisdom). (Guba and 
Lincoln, 1985, p. 205) 
My role 
In order to correct for my intimate connection to 
my research and to gain as wide and deep a perspective 
as the issue deserves, I have had several private 
conversations about the methodology with my dissertation 
committee, with Earl Seidman, one of the authors of In 
the Words of the Faculty (1985), a phenomenological in- 
depth interview study of community college faculty, with 
Jill Tarule and Mary Belenky, two of the authors of 
Women's Wavs of Knowing (1986), with Marsha Darling who 
taught me in a course called, "The Disinherited as 
Source", and with Peggy McIntosh of the Wellesley Stone 
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Center. Each kindly ehared precious time, affirmed the 
P tance of my work and encouraged me to continue and 
refine the interviewing process. Each suggested 
readings and alerted me to some aspect of feminist, 
phenomenological research. They affirmed the feminist 
principle of doing research based on the lived 
experiences of women. This is articulated poetically 
by TiHie Olson in her classic book Silences. (1965): 
Other forms of expression: 
•..personal utterances — 
for they come more natural for most, 
closer to possibility of use, 
of shaping - 
an<^t in one's own words, become source, 
add to the authentic store of human life, 
human experience. 
The inestimable value of this, ... 
is only beginning to be acknowledged. 
(Underline added) 
(Olsen, 1965, p. 45) 
I come to this study as a woman who began teaching 
in Boston's elementary schools in 1966; I have 
identified myself as a Boston teacher for twenty-three 
years, whether I was on leave, having a baby, studying, 
or working one year in Central Office. As a feminist 
and as a woman elementary school teacher I am intimately 
interested in the hidden implications of the 
identification of the elementary school teaching with 
"woman's work". 
In 1966 I began teaching fifth grade in the Boston 
Public Schools. The Thomas N. Hart School was a gender- 
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segregated (all boy), predominantly minority, grade four 
to six, elementary school in South Boston. The "all 
girls counterpart school was in another building 
several blocks away. The boys were bused in from 
Columbia Point Housing Project because the public school 
there had not yet been built. The only community 
facilities in the area available to the children and 
their families were the health center and a Roman 
Catholic church. I was a new teacher, and I was 
committed to the educational belief that a teacher takes 
students where they are and moves them along as far as 
is possible. I did not realize how educationally 
disadvantaged my first class was or how difficult that 
teaching position was until I was transferred to a 
different neighborhood school. After three years 
teaching in an all white working-class neighborhood, 
where most of the "better off" children went to the 
Catholic school, my supervisor offered me a position in 
the Advanced Work Program. I accepted, thinking I would 
do that for a year or so until I left teaching to stay 
at home with my own children. This was the prevailing 
attitude held by young women teachers at that time. 
In the self-contained Advanced Work Class Program 
twenty fifth-grade students were selected from 
approximately twelve schools, based on reading scores 
and teacher/principal recommendations, to attend a two 
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year accelerated program. I stayed in that program for 
four years and then took a Sabbatical Leave followed by 
a Maternity Leave. 
After two years at home, as a student and a mother, 
returned to the Boston schools, this time to a small 
school to teach a "regular" fourth grade. Besides 
teaching I earned a Master's Degree, took courses in 
Mainstreaming Students With Special Needs, wrote grants 
and coordinated several committees on the arts, 
discipline, and a gifted and talented curriculum. At 
the same time I continued my responsibilities as a 
mother, wife and daughter. In five years I was 
physically and emotionally exhausted; I took an unpaid 
leave, called "Career Transition Leave", audited courses 
and tried to think of another career that would be 
meaningful and still give me time to care for my young 
children and my elderly parents. 
I decided to return to teaching in Boston and 
thought I would try a large school because I felt there 
would be more chance of linking up with exciting 
colleagues and educational programs. My description of 
that next school assignment is that it was a "human 
warehouse" filled with violence. While teaching fifth 
grade, I was bitten by a thirteen year old girl who was 
subsequently put into a residential placement several 
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months after the violent incident with me for a 
different violent episode in a counseling situation. 
Very discouraged, I transferred to a position in 
the Advanced Work Program in another school, where I 
witnessed intentional racial segregation, selective 
administrative harassment of faculty, an abysmal lack of 
materials and some of the most wonderful children and 
parents I had ever met. 
Confronted with such institutional evil, I felt I 
had to gain professional credentials and a broader 
perspective of the system in order to begin to change 
the conditions I had been part of. I was recruited to 
apply for an administrative position in the central 
office, which was to be responsive to elementary school 
teachers and principals who expressed a desire for 
instructional support services and to respond to 
requests to build parent - school ties. After a year, 
that department, which was funded by Massachusetts 
Chapter 188 funds, was eliminated. 
At that time, I decided to concentrate my efforts 
on completing my doctoral work so that I could once 
again approach the City of Boston Elementary Schools, 
this time with credentials and documentation that show 
we must attend to and care for the teachers who are 
caring for the students if we want to improve the 
schools. Implicit in this chronology of my career in 
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the Boston Schools are the emotions of joy. enthusiasm, 
frustration, satisfaction, intense anger, exhaustion, 
exhilaration, and depression. 
I am a Boston teacher, my life's work has been in 
the Boston elementary schools and my deepest wish is to 
"make things better" for Boston students and teachers. 
I am involved in this research methodology and content, 
and I believe in the transforming, empowering potential 
of listening to the voices of my colleagues. 
My passion in this regard has many advantages and 
some disadvantages. My colleagues will share thoughts 
and feelings with me that they will not share with an 
"outsider" because they know that I have come from the 
same work context and that I have been part of their 
experience, and so I know when they are not exaggerating 
or complaining but merely relating their experience. 
My peers trust that my purpose is not to judge them 
with some idealized notion of what school should be, nor 
to report them to an authority figure because they do 
not follow every mandate. During the interviews we 
became involved in a shared reflection; of what life in 
the Boston schools has been like these past years. I 
have experienced an almost immediate feeling of 
connectedness with the women I have interviewed, some of 
whom I have just recently met, and in every case we have 
been able to communicate on a deep intuitive level. The 
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interviews were in every sense a shared reflection, I 
responded to their stories with stories of my own or 
asked them about specific programs that were operative 
during the past fifteen or more years. 
I found a similar model documented in Bromberg's 
1982 dissertation, Storyinq and Changing: An 
Ethnography of Speaking in Consciousness Raising. 
Reciprocating another's story gift by 
exchanging another like it is testimony that 
the next speaker wishes to: 
1. ) identify with the situation portrayed; 
2. ) support the first speaker's way of 
organizing and talking about social 
experience; 
3. ) distinguish between own and others' 
perspective on what may have occurred; or, 
4. ) delineate more clearly similarities and 
differences. 
Any one of these possibilities for reciprocity 
among speakers encourages an exchange of 
personal identity. This encouragement is 
given whether or not the content of the next 
story is judged to be the same or different 
from the first. (Bromberg, 1982, p.165) 
Very often the interviews have been an inspiration 
to me and have fueled my motivation to complete my 
research in order to bring the thoughts and stories of 
my colleagues to a larger audience both inside and 
outside the public schools. On more than one occasion 
the stories they told caused my eyes to fill with tears, 
and several times I "got goosebumps", that is, actually 
shivered, being in the presence of such strength and 
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related. 
clarity of moral imperative that these teachers 
My experience in the Boston schools, my sensitivity to 
its culture and the references from my colleagues, all 
provided a level of trust in the interviews that 
revealed 
the development of a female personality that drcribed in scholarly Journals ?or 
t^natG strength and ability to survive. I3 lts Peculiar humanistic character 
*GOUrage Vlewed as the epitome of 
what the American model of femininity should 
be. (Ladner, 1971, p.280) 
My relationship to the people in the schools 
prevents me from having the fresh listening an outsider 
would bring to this project; I will not immediately 
judge or label behavior nor will I suggest quick 
solutions. However, I feel the outside journalists and 
researchers, even administrators from within the system, 
have often brought solutions and preconceived agendas 
with them when they came to the Boston Public Schools. 
They did not honor the experience of the women in the 
classroom, nor did they seek to collaborate with the 
teachers but rather assumed that it was the teacher who 
needed remediation. 
Now it is time to pay close attention to the 
experienced practitioners who have been in the 
classrooms every day for years and intend to stay as 
long as conditions are not impossible. Alone, these 
teachers don't have all the answers or all the 
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questions, but when they are treated with respect they 
will share with us their concerns, their solutions and 
reasons, as yet unheard, for staying in a very 
difficult and demanding career. I approach my colleagues 
as one who shares their aspirations and their 
frustrations and their hopes. 
face ^counter provides the 
“^St,data source for the human science 
researcher seeking to understand human 
structures of experience. This interaction 
Th! Lplace the context of a relationship, 
he more comfortable and trusting a person 
teels with the researcher, the more open and 
giving he or she will be concerning his or her 
own experiences (Polkinghorne, 1983, p.267) 
Peer Review 
In the fall of 1988, Radcliffe Career Services 
offered a seminar on Dissertation Support Groups. I 
enrolled. Dr. Hilary Bender, formerly of Boston 
University's School of Education and currently on the 
faculty of the Psychoanalytic Institute of New England, 
lectured on the process of writing a dissertation and 
facilitated in the formation of support groups based on 
the academic discipline and the stage of writing of each 
of the participants. 
I am part of a Dissertation Support Group that has 
six members, all of whom have had proposals accepted by 
their departments and are currently writing their 
dissertations. Amy and I are in Education, Amy Philips' 
degree will be from Stanford University. Jane Guberman 
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and Pam Swing are candidates in Folklore and Folklife at 
the University of Pennsylvania and the University of 
Texas, respectively. Arthur Comegno is at Harvard 
University working in Musicology. Susan Schiro is in 
the Sloan School of Management at the Massachusetts 
Institute of Technology in the field of Organizational 
Behavior. We have met every Wednesday night since 
October 26, 1988 to discuss our work, serve as an 
accountability group and an 
overseeing or policy board (which may at times 
be limited to the function of advice). Such a 
board serves a number of purposes: It projects 
a certain image and provides a certain level 
of legitimation for the study —... it serves 
as a mechanism of critique - "keeping the 
inquirers hones"; and it is often the source 
of new ideas or perspectives that helps the 
... (researcher) see the woods as well as the 
trees. ...peer debriefing is an effective way 
of shoring up credibility, providing 
methodological guidance, and serving as a 
cathartic outlet. (Guba and Lincoln, 1985, 
p.243) 
This group read drafts, suggested changes, made 
corrections in writing and methodology and generally 
provided a scholarly community in which to share ideas, 
bibliographies and concerns. The word processing advice 
and support services were invaluable. I am very 
grateful to these people, individually and collectively, 
for their time, their advice and their high academic 
standards. 
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Pilot/ Comprehensive study 
In an attempt to let female, veteran, Boston 
Elementary School teachers speak for themselves, to lend 
their personal authenticity to the current educational 
literature, I conducted a pilot study during the 1987-88 
school year in which I interviewed eight women on the 
subjects of school improvement and professional 
development. 
All were unpaid volunteers who agreed to give their 
time to a single interview of one hour or more, to help 
a colleague involved in doctoral research concerning 
experienced teachers in Boston Elementary Schools. Each 
was invited to participate in the process of a shared 
reflection about her career in the Boston Elementary 
Schools and about how the schools could be made better. 
The pilot group of eight women represented eight 
schools. There were three Black and five White women, 
each was in her forties and each had twenty or more 
years of service in the Boston elementary schools as a 
tenured faculty person in the regular education program. 
At the time of the pilot study, the criteria for 
selecting teachers were: 
1) a multiracial sample 
2) of women teachers 
3) each known to me or other colleagues as an 
excellent teacher 
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4) 
with at least twenty years experience 
in the regular education program of the BPS 
At that point in my research I wanted the teachers 
to tell their thoughts and feelings, even fantasies, 
about how the schools could be improved, to participate 
with me in a problem solving situation and share with me 
their hopes and dreams for improving the quality of life 
in the schools so that I could use that information to 
develop a collaborative professional development or 
renewal program. I designed a one-time, approximately 
one-hour interview format in which I felt my questions 
would help the teacher focus her thoughts and feeling on 
her professional life. I was sensitive to the open- 
ended quality of the interviews and wanted to be as non¬ 
directive as possible; however, at that time, (school 
year 1987-88) I felt that each respondent should focus 
on the issues that I wanted to work on and that each 
should cover the same questions found in Appendix F. I 
was very careful to ask each teacher each question, if 
one of the questions was covered in an earlier response, 
I asked if she had any more to say about it. 
Those questions reflected my invitation to the 
teachers to come along with me on an examination of what 
experiences could or do make school and teaching 
personally rewarding so that I could then begin to 
develop a professional development, renewal program for 
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veteran, i.e. twentieth year, teachers. I was very aware 
of my role as an interviewer and tried, sometimes to no 
avail, not to interrupt or converse with the teachers. 
The experience of conducting the pilot study was 
exhilarating; my respect and admiration for my 
colleagues grew and I treasured those interactions and 
continued to interview colleagues long after I had 
finished the Comprehensive Paper and Examination. 
Most of the teachers were readily able to share 
their dreams and imaginings, but some were only able to 
do so with hesitancy and some discomfort. Some couldn't 
imagine a warm, nurturing, effective school system in 
Boston; they could only enumerate the reasons why it 
couldn't and wouldn't ever happen. Jill Tarule, one of 
the authors of Women's Ways of Knowing. (1986) alerted 
me to this serious problem among some teachers, which is 
in need of further study. Two examples of this type of 
response follow: 
*** Everyone thinks that by improving the 
quality of the principal the schools will 
improve, I mean, now there is all this talk of 
the principal as the "educational leader". (A 
new principal had been assigned to this 
school.) They still stay in the office, and 
push paper and want you to handle the 
problems. The other day I walked into the 
office with a parent and a child and said 
something like, "We have a problem here." - 
something about the bus - and he said in front 
of them "We don't have a problem, you have a 
problem." and he smiled and walked away. How 
do you think that mother felt? You know how I 
felt. - He is invisible - and it's just as 
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fiiailvhL?riStant Princi0al is happy she is Einaiiy able to run the school. *** 
budaet1^^ W°n,t happen' there are too many 
to pay more taxes3 "th and Pe°ple aren’t going 
npfr uhaf 6 taxes - the process of trying to 
peoDle apt°U need 19 90 time-consuming that 
six aIterLh°r? °Ut- Apply for 9rants, attend 
nn ^ h°01 meetln93 and we'll give you 
!h^°° t0 spend in V°ur classroom - and the 
t kPping and bookkeeping and documenting will 
take you hours and hours so you feel ground 
down instead of rewarded for trying to do 
something extra - for a good idea. *** 
Each participant was shown the questions (Appendix 
F) before the interview. 
"The aim of the free-associative interview 
method is to elicit the participant's own 
organization of his life history and 
subjective frame of reference on his 
experience, past, present, and future. To do 
this, little restriction is set on what to 
discuss, and the interviewer refrains from 
overly directive questions or instructions. 
The technique takes the person's spontaneous 
associations, memories, dreams and fantasies - 
as well as responses to structured questions 
- as essential sources of data. (Osherson, 
1980, p.5) 
Two years later, of the nineteen women interviewed, 
five of them have moved into administrative positions, 
two in the Boston schools and three outside of the BPS. 
Design of Final Interview Process 
As I have stated, the pilot project was strongly 
influenced by the work of Lillian Rubin, and a former 
teacher of mine, Samuel Osherson. After the pilot 
study, I became aware of and committed to a 
phenomenological and feminist methodology. 
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The criteria for this dissertation were: 
1) a multiracial sample 
2) of women teachers 
3) *nown to me or other colleagues as an 
excellent teacher 
4) with at least fifteen years experience 
5) in the elementary schools of the BPS. 
The criteria only changed for numbers four and 
five. Changing from twenty to fifteen years experience 
and dropping the criterion of "regular education" 
provided me with a significantly larger racially diverse 
sample of teachers to interview. 
Conducting "objective, detached, replicable" 
(Oakley, 1981, p.46), research lost its driving 
influence on me and was replaced with the desire to 
carefully listen to and make the voices of my sister 
teachers heard in the wider community. I say, with 
Elizabeth Schussler Fiorenza: 
We who have previously been excluded from the 
academy have to use what we know about the 
world and our lives to critique the dominant 
culture and to construct a heterogeneous 
public which fosters appreciation of 
difference ... that will be able to develop 
critical collaboration and discursive 
practices in the public interest, in the 
interest of a democratic public no longer 
confined to elite male citizens in church and 
nation. (September 30, 1988) 
Initial Contact 
Because my initial interviews were on the subject 
of professional development, I asked colleagues who 
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designed such programs to provide me with the names of 
some articulate, elementary school teachers who availed 
themselves of workshops and courses offered to teachers 
in Boston, some of whom I knew from personal experience 
o build on that list, I have used the snowball method 
of recruiting participants to interview. Lillian Rubin 
describes this process in her study, Women of a Certain 
Age (1979) : 
I started with a few women known to me whose 
characteristics (criteria) fit those required 
y the research. After each interview, [we] 
... asked for referrals. Sometimes we got 
one, sometimes (more), (p. 219) 
If the teacher was personally known to me, I 
telephoned her, and explained my reason for wanting to 
interview her. My request was usually a variation on 
the following: 
I am working on a doctorate at U. Mass, and my 
subject is experienced elementary school 
teachers in Boston. I have found that there 
is very little research that includes the 
voice of the elementary school classroom 
teacher. I was wondering if you would be 
willing to talk to me about what you think of 
your work. You will not be identified. I 
will ask you to speak as an experienced 
teacher and will audiotape our conversation. I 
have some of my papers that I can show you and 
a release form for you to sign that explains 
my project. I assure you the interview is 
relatively painless; some people even find it 
enjoyable. 
If the teacher was referred to me, I asked that the 
person who did the referring to call and alert her to my 
call. My initial contact with a person whom I did not 
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know was usually by telephone. I would phone, explain 
who I was, and ask the teacher if she had a few minutes 
free to talk. I would briefly introduce myself, explain 
my reason for calling, who had referred me (if 
necessary) and ask for an appointment to discuss more 
fully my research and the interview process in which I 
was asking her to participate. 
Intended Design 
I had originally designed the interview to be a 
three meeting process. At the first meeting I would have 
the participant read the University of Massachusetts 
Human Participants Consent Form, 7A , and sign it. I 
planned to show the participant copies of my 
Comprehensive papers, discuss them and explain why I was 
interested in recording the experience of veteran 
teachers in the Boston Elementary Schools. It became 
clear that my plan would have to change when the first 
several teachers paged through the bound comprehensives 
politely but were not interested in discussing them or 
reading them. Only one teacher has asked to read the 
comprehensive papers, she borrowed them and returned 
them a week or so later with some comments. I was 
flattered. 
I had designed the first meeting to take care of 
clerical necessities, to build a level of trust, and to 
introduce the topic for reflection to be discussed a 
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week later. I wanted the teacher to think about, “What 
has it been lrke tor you to teach in Boston all these 
years?" and be prepared to discuss that at the 
following meeting. 
As with the content of the interview, the teachers 
also took the lead in the format of the process. They 
were clearly not interested in looking at my fifty-page 
papers, and they clearly did not need a week to think 
about the interview question. They had committed their 
time, and they wanted to get right to the heart of the 
matter. We had two interview sessions. 
Revised Process 
In every case, whether or not it was my first 
meeting with a teacher, the introduction and the 
explanation were quickly dispensed with, and we began 
the interview at that first meeting, although that had 
not been my intention. I always brought my "interview 
bag" with me; it contained my comprehensive papers, the 
release forms, audio tapes, the tape recorder, 
electrical plug connection and batteries. In seven of 
these interviews we talked well over an hour until there 
was a mutual feeling of closure. I promised to get in 
touch with her again to set up a second session. In 
three of the first interviews, the teacher had another 
appointment, child care or courses, and we scheduled the 
second session at that time to continue our discussion. 
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Approximately two weeks after the first interview, 
I telephoned each of the seven teachers to ask about a 
second session to continue sharing reflections or 
stories or anything else she wanted to add. Not one of 
seven was eager to do another interview. They were 
willing if i needed them and gracious, but I definitely 
got the feeling that I was adding another stress to 
their already full lives, and I decided to let the 
feeling of natural closure guide my decision to end this 
particular inquiry. 
Five of the ten women in this study, or half of the 
total number interviewed, had already participated in 
the pilot interview, and I considered that interview to 
qualify as a second interview. I chose to incorporate 
some of the powerful voices in the pilot study on the 
advice of my peer review team. I reinterviewed five of 
the teachers from that group. My second request, almost 
a year later, was to explain that I had changed the 
focus question of my research and to ask if I might have 
another opportunity to sit and talk with them on audio 
tape about their experiences as Boston teachers. Three 
of the five participants, who were not in the 
pilot/comprehensive study, were involved in a second 
interview that was scheduled when they had to stop the 
first session. Those second sessions stopped at a 
mutually agreed feeling of closure. Two of the ten 
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women did not have a second interview. They felt they 
had said everything they wanted to say in the first long 
interview (See Table 3). 
Table 3. Interview Chart - 
1 2 3 4 5 6 7 8 9 10 
1st 
Interview interrupted 
interview ended with a feeling of natural closure 
2nd 
Interview had a second participated in the pilot 
Verbal Consent but Refusal in Fact 
Every teacher I approached agreed to do an 
interview with me. During the two year course of 
researching this dissertation only two of the teachers 
who consented to an interview did not participate in 
fact. One woman refused the invitation to the second 
interview a year after her first interview by saying she 
i 
was too busy - no matter when or how I tried to schedule 
it; I finally realized that was her way of saying she 
did not want to be interviewed again. During the pilot 
research, one teacher, after consenting to the 
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interview, did not show up for two appointments, she 
called to apologize the first time and we rescheduled. I 
took the second broken appointment as a refusal; there 
was no apology, and I felt I would be intruding on her 
to ask again. 
Both of the teachers who refused, one in the pilot 
and one in the final study, are very busy people; they 
are involved in post-graduate work, have second jobs and 
family obligations. 
Conflicting Responsibilities 
Most of the interviews were in my home after school 
in order to accommodate the busy schedules of the 
teachers. One meeting was over a very early breakfast at 
a restaurant; one was scheduled during the time when the 
interviewee’s children were in dance class; one was in a 
classroom after the students had been dismissed. The 
teachers were very gracious with their time and 
involvement, even though they had multiple 
responsibilities in many other roles, such as mother to 
young children, partner in a husband's new business, 
homemaker with problems with the heating system, and an 
elected official in a suburban town government. 
My experience confirms the old adage that when you 
want something done you ask a busy person. It also 
confirms the research that Grace Baruch and Rosalind 
Barnett have done at the Wellesley Center for Research 
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on Wonen that "the .ore roles people - male and female- 
cupy, the healthier they look on several indices of 
well-being and distress." They describe the "expansion 
hypothesis, a belief that one's energy is not finite, 
but can stretch as one finds more opportunities for 
income, self-esteem, challenge and reward. Women, they 
believe, benefit from many roles." (Megliola, 1988, 
P.10) 
Some feminists, including Anne Wilson Schaef, have 
another perspective; they focus on the difficulty many 
women have in saying "No" when asked for help. 
Over the years, women have developed a number 
of strategies for coping with their assigned 
inferiority. Several of them are ingenious 
ough none works. ... Some women use goodness 
as a strategy for absolution. We become very 
good. We overwhelm ourselves and those around 
us with our unquestionable goodness. ... 
Somehow, we believe that if we are just good 
[accommodating] enough, we will be absolved of 
our Original Sin of Being Born Female. 
(Schaef, 1981, p. 28) 
The Participants 
Five of the teachers in the study were part of the 
pilot and five were not. I debated asking the last five 
to participate in the pilot interview questions but 
decided against it since the focus of the study had 
changed from how to improve professional development in 
the schools to the task of listening to the teachers and 
making the silenced, private voices of these women 
public and acknowledged. 
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The ten women interviewed as part of the final 
design of this study are known to me from personal 
experience, or from the recommendation of colleagues, to 
be very competent teachers who care, are articulate and 
vocal in their desire to "make things better" and who 
fit the criteria of being middle-aged and veteran Boston 
elementary school teachers of at least fifteen years. 
On the advice of my committee chairperson, I changed the 
criterion of twenty years of service in Boston's regular 
education program to fifteen years of service in the 
elementary schools. These changes enlarged the pool of 
teachers on whom I could draw to include more women of 
color and to include teachers in the Special Education, 
Reading and Bilingual Programs, and a Librarian based 
full-time in the elementary school. This change allows 
for more diversity among the participants and gives a 
truer picture of the teachers in elementary school, 
because so many of our teachers had to change 
certifications when the layoffs of Proposition 2 1/2 
were implemented in the BPS. 
There were three Black, one Latina and six White 
women in the final interview process. The age range was 
-youngest - 36 and the oldest - 57; the average age was 
43.3 years. The length of service in Boston, during the 
1988-89 school year, was from 15 years to 24 years; the 
average length of service was 18.2 years. Three of 
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teachers were laid off during Proposition 2 1/2, 
one for ten weeks, one for a year and one for three 
years. Two of the women began careers in other fields, 
social work and retailing, and then came to teaching, 
because of the extra time they could have with their own 
children. Two stayed home with youngsters in the family 
for several years, thus interrupting their years of 
service and one finished college when her own children 
were older adolescents and then began her teaching 
career. 
Every one of them is part of the first generation 
in their immediate families to go to college. Four are 
of the first generation born to immigrant parents. Four 
have their Bachelor's degree from Boston State College 
and five earned their Master's degree there; that 
institution was run by the City of Boston until 1960. 
It was formerly Boston Teachers College and before that 
it was Boston Normal School; the sole purpose was to 
train teachers, women only, for schools in the 
metropolitan Boston area. Two of the teachers have 
baccalaureate degrees from Boston University, one from 
Massachusetts College of Art and the others have degrees 
from out of state institutions. 
Eight of the women have Masters degrees, - one had 
two of them, - one is in a doctoral program at another 
university, and each had more than fifteen credits 
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beyond the terminal degree. This fits well with the 
profile of Boston elementary school teachers in which 
67% of the total population have Masters degrees. six 
the teachers are married, two in second marriages, 
have double income homes, one is living with a male 
companion and shares expenses, three are and have been 
for more than a decade the sole support of their family, 
and one is single living on a single income. At the 
time of the research, four of the women have never had 
children; seven teachers have twenty biological, step 
and foster children ranging in age from prenatal, to 
age 32. 
Five of the teachers live in Boston, five live in 
the suburbs. Four are native Bostonians and three are 
from the greater Boston area, two come from other 
Northeastern states, one from outside the continental 
United States. Only two of the seven teachers have 
enrolled their own children in the Boston Public 
Schools. 
Two of the teachers expressed great fear of 
reprisal for telling the truth in this interview process 
and were very concerned with my promise of anonymity. 
*** That's good, Pat, because if you couldn't 
promise anonymity I really would hold back. I 
wouldn't really say anything I really felt. *** 
One teacher often asked me to shut off the tape recorder 
when she said anything about her building administrator. 
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which I did. Three were relieved that I would not give 
the names of their schools or describe them 
individually. I promised that I would take every 
p ecaution to make the information generic and not 
traceable to them individually. The remainder of the 
teachers said some variation of, •• I don't care, go 
ahead, use my name, I want them to know what I think." 
There is the general perception in Boston that 
faculty are known and discussed and that life in school 
can be made more difficult or easier depending on how 
one is perceived. A classroom can be moved to a cellar 
or an assignment changed "due to the discretion of the 
Principal". There are many stories of that discretion 
being vindictive but within the boundaries of the Boston 
Teacher's Union Contract. 
I will give as much information about the 
participants as possible for the reader to get a feel 
for this group of Boston elementary school teachers 
without giving enough information for them to be singled 
out and interrogated or harassed about their 
participation. See Table 4, on the following page. 
The nine elementary schools where these teachers 
are currently working represent the broad spectrum of 
Boston's seventy-seven elementary schools — from large, 
with a population of over 500, to small, with a 
population close to 100, — from a traditional 
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Philosophy to an open style, - from construction in the 
1960s to one that opened close to the turn of the 
century. Two of the schools have some combination of 
swimming pools, gymnasiums, auditoriums, laboratories 
and specifically designed libraries; one old school has 
only classrooms, a library space shared with the 
custodian in an area where the windows don't open, and 
no spare rooms, so that sometimes a classroom has 43 
students and two teachers. The other schools are 
somewhere in between. 
The stories of the teachers will illustrate the 
climate found in their schools and other schools they 
have worked in; it ranges from hostile and cold to 
relaxed and inviting. Only two of the teachers have 
worked in one school their whole careers; the others 
were transferred when old schools closed, or to ensure 
racial balance, or they chose to transfer to a better 
teaching position. 
Design of the Process 
It was the responses and feelings of the teachers 
in the pilot group that pushed me to further readings 
and consultations on feminist methodological issues. The 
Chairperson of my dissertation committee. Professor 
Masha Rudman, encouraged me to listen to the voices of 
the teachers, to trust what would emerge from their 
concerns and stories, and to delay a design for the 
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proposed renewal program until later in my career, 
also suggested 1 read Earl Seidman’s work on 
Phenomenological in-depth interviewing. He was kind 
enough to meet with me on more than one occasion and 
She 
provide me with suggestions 
and bibliographic sources. 
The gentle, respectful phenomenological method he 
suggests as well as further research into feminist 
methodology has caused me, on the one hand, to adapt and 
simplify the interview process and yet, on the other 
hand, to deepen the process radically. 
We adopted an intensive interview/ case study 
approach because we wanted to hear what the 
women had to say in their own terms rather 
than test our own preconceived hypotheses, 
particularly since (this group has) seldom 
been examined by academic researchers. We 
proceeded inductively, opening our ears to the 
voices and perspectives of women so that we 
might begin to hear the unheard and 
unimagined. (Belenky, et.al.,1986, p.14) 
The teachers, in reality, designed the interviews; 
they introduced the material, they determined the 
sequence, the pacing, and any changes of topic. In 
fact, my role was to be one in which I acknowledged that 
I came from the same professional context and wanted to 
be part of the process of reflection with a sister 
teacher. They were willing to be open and vulnerable 
with me because they felt safe and so I was able to be 
part of that sacred activity of sharing personal 
reflections. 
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seekina t n s? Wlth women coming together, 
and 9et ln touch with our own stories 
well?n^ l?CeS WhiGh We have discovered 
out of9ou? W^thln' from underneath, from 
rather thanT1' fr°m °Ut of our tra(*itions 
lit^rai^h K dOWn fr°m above- ••• Women are 
the* on Y.hearing one another to speech. But 
m® ? 13 °Ur speech* It may come on 
stumblingly or boldly. But it is 
authentically our own. (Morton, 1985, p.55) 
Each interview began with — 
Looking back over your career in Boston can 
you tell me what stands out for you? Some 
positives and/or negatives? 
and proceeded gradually at the woman’s own 
pace. The questions were broad but 
understandable on many levels, hoping even the 
less articulate and reflective women - would 
respond in their own terms without feeling 
inadequate to the task. (Belenky, et al., 
1986, p.ll) 
Ann Oakley has provided me with the methodological, 
theoretical framework for my position and behavior 
during the interview process, 
an essential way of giving the subjective 
situation of women greater visibility. ... in 
society than it has traditionally had. 
Interviewing women was, then, a strategy for 
documenting women's own accounts of their 
lives. ... a new awareness of the interviewer 
. .. (as an agent) for making possible the 
articulated and recorded commentary of women 
on the very personal business of being female 
in a patriarchal capitalistic society. 
(Oakley, 1981, p.48) 
The interviews often took place in my home, or at 
another location because of the constraints of family 
obligations or geography. Every effort was made to 
eliminate any chance of interruption. Contrary to many 
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proscriptions in conventional texts about the proper way 
to interview, my design conformed to Maslow's advice to 
take care of the lower order needs of hunger, thirst, 
tiredness before attending to the higher order needs of 
being listened to and affirmed. There was usually food 
and non-alcoholic beverages offered before the interview 
and consumed during it. Although I read the rationale 
of taking notes during the interview, and went so far as 
to get a notebook and label it "Interviews", I hardly 
ever took a note until I listened to the taped 
recordings of the conversations, because I became so 
involved in the dialogue with my colleague. There was 
often laughter followed by the comment, "No one outside 
of Boston will believe this -or you!" In every 
interview but one, there was what some writers or 
readers would call foul language or street talk; I 
choose to identify that language as "colorful" 
expressions of frustration in the powerful vernacular 
and have chosen, with the permission of the teachers, to 
include some of it in the quotations used in the 
dissertation. In response to one of the pilot 
questions, "Describe a wonderful teacher, real or 
fictional.", one teacher, who came to the interview 
after bus duty, said: 
*** I think a wonderful teacher doesn't call a 
child a piece of shit, I mean, a child is not 
a piece of shit, maybe a high school kid is 
... but not an elementary child, and the kids 
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doesn'?6cal^ and a wonder£'H teacher 
all a child a scum bag either - 
somebody shcuid say something -I'm going to 
Soina Something " because no one else is 
going to say anything - so I will have to. *** 
Sometimes the mood during the interview would 
become very quiet and somber, and there would be periods 
of silence while each of us recovered the ability to 
converse after hearing a particularly moving story, 
usually about a child. 
There were issues that arose unsolicited in every 
interview. Each audio tape was indexed and coded soon 
after the interview. 
No a priori theory could anticipate the many 
realities that the inquirer will inevitably 
encounter in the field, nor encompass the many 
factors that make a difference at the micro 
(local) level. (Guba and Lincoln, 1985, p.205) 
Many teachers spoke of child neglect and abuse and 
sexual abuse of their students; they spoke about 
experiences that made them happy, furious and scared. 
Every teacher, but one, introduced the subject of 
"universal basal reading text " and her feelings about 
that situation, and everyone brought up in some way the 
poor quality of professional development programs 
available. 
Mechanics of Analysis 
Because of the strong feelings centered around 
these topics and the frequency of mention, I designed a 
portion of the analysis chapter to include them. As I 
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indexed the tapes, I realized a pattern had begun to 
emerge. 
The personal became the professional; the 
professional became the personal, and subjectivity and 
personal meaning-making became the source for study and 
analysis. 
to oanti^e " mbe? of porting categories designed 
the ways *n which women construe their 
experience ... we adopted a stance of trying to 
honor each woman’s point of view, method of 
aronn^iw11' ^ standard of evaluation even as we 
grouped their responses...We asked ourselves what 
are the metaphors that she uses to depict her 
experience of growth and change? (Belenky, et 
al., 1986, p.19) 
After I listened for the overall content, I indexed 
the interviews by subjects that were introduced. I then 
transcribed major sections of the tapes that were around 
the topics that were emerging, such as, the basal 
reader, the sense that the teachers had of not being 
listened to, the existence of oppressive practices in 
the schools. After the sections were transcribed, I 
organized them into the areas that will be treated in 
Chapter 4. 
Two of the teachers were very difficult to 
transcribe from the audio tape; one because she has a 
foreign accent and speaks very quickly and the other 
because she is differently-abled in a way that requires 
a listener to pay very close attention to her speech. 
These speech characteristics do not hinder understanding 
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when you are in the presence of the teacher. I have 
transcribed the parts of those two tapes that I used in 
the analysis after listening to them several times. 
Hearing the voices and emotion of each of the 
participants helped to re-create the interview for me. I 
have also listened to the other tapes many times over. 
I listened and re-listened to the tapes, trying to 
find metaphors that would give a clue to how the 
teachers make sense of their experience. I listened for 
the issues that emerged as significant to them and 
developed my own code for organizing these issues. 
Conclusion 
In closing, I must acknowledge that the process of 
interviewing my colleagues has enriched my life far more 
than I ever could have imagined. I must agree once 
again with the authors of Women's Ways of Knowing, 
(1986) : 
during the months of collecting, reading, and 
discussing interviews... upon reflection ... we 
realized that this knowledge was not new but 
had been, for us, underground, unarticulated, 
intuited, or ignored. It was as if the voices 
of the women, their words ... and our own 
process of ... culling the interviews for 
meaning gradually and profoundly modified the 
lens we brought to the project. ... The 
stories of the women drew us back into a kind 
of knowing that had too often been silenced by 
the institutions in which we grew up and of 
which we were a part. In the end we found 
that, in our attempt to bring forward the 
ordinary voice, that voice had educated us. 
(Belenky, et. al.,1986, p.20) 
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CHAPTER 4 
THE VOICES OF TEACHERS 
Introduction to the Analysis 
4nt?o?o that in SOme sense 1 began this work 
n At that time I was on a personnel 
committee with a nun who was a chaplain at a 
local university and two very "successful" 
men, who had position, power and money. We 
were responsible for conducting a national 
search and recommending three possible 
candidates for the newly created woman's 
position on a Pastoral Ministry Team at the 
Paulist Information Center in Boston, 
Massachusetts. Among the many interesting 
consciousness raising experiences I had while 
on that search committee was realizing that my 
reasoning was scattered and my voice was 
almost mute in my attempts to convince the men 
to alter their policy of automatically putting 
all the resumes of all elementary school 
teachers in the "No" pile of applications. 
I wondered, "Why would a group of educated women, 
of whom I've been a part for six years, be so 
easily dismissed?" I have had many opportunities 
to ask this same question since that time and this 
research seeks to contribute to the answer, (pern) 
This chapter analyzes the self constructed stories 
told to a colleague by experienced, female, elementary 
school teachers in Boston. These women, myself 
included, are a rich source of the reality of what it is 
like to be in an urban school system. If we do not tell 
our stories, others will not know about our lives in 
school, what we care about and what we do. To speak the 
truth about the energy, the demands and the caregiving 
that are required in poor urban classrooms is to 
challenge the assumptions of the prevailing culture, 
which most often regards that work as "natural" to 
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women, as taken for granted, not worthy of respect and 
usually invisible. 
As long as the voices of the teachers are not 
heard, our concerns will go unnoticed and others will 
define our role and dictate our tasks with "words 
(which) usually tend to systematically downgrade and 
obscure the experience of the subordinate group and to 
misrepresent the experience of the dominant 
group".(Miller, 1986, p.xix) 
The telling of our personal stories is a political 
act. It signals the beginning of claiming our power to 
trust and to name our experience of intimate connection 
with children. Public sharing of our concerns and 
stories seeks to call attention to those aspects of 
being a woman and an urban elementary school teacher 
that the patriarchal structure has very often dismissed, 
trivialized and/or erased. Telling our stories in the 
public voice of this dissertation rather than only to 
each other acknowledges the reality of our lives. A new 
respect for the knowledge these teachers share 
necessarily becomes a critique of the old assumptions. 
There is no question that the dominant society 
has said, men will do the important work; 
women will tend to the "lesser task" of 
helping other human beings to develop. At the 
outset this dichotomy means that our major 
societal institutions are not founded on the 
tenet of helping others to develop. All 
people need help in development at all stages, 
but it is made to appear as if only children 
do. This casts both women and children under 
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fo£ ihiini Penological consequences 
re" °£ both sexes- The person most 
seen 3Q lY1lnVOlVed in their development is 
een as a lesser figure performing a lesser 
^m^i-eVen though she is of Pre-eminent 
to them. Further, women have had 
? thl? ma3or work without the supports 
R,i?tthoGJlt?r® would give to a task it valued. 
But the fact is women have done it 
nonetheless. (Miller, 1986, p.40) 
My purpose is not to voice in a cacophonous manner 
every subject the teachers introduced during the 
interviews nor to delve into the personal lives of ten 
individual teachers. Rather, it is the aim of this 
chapter to listen to the voices of these women as they 
reflect on their years of teaching in the Boston schools 
and to present some of the major themes they introduce. 
In an attempt to make knowledge objective and 
quantifiable, scholars have ignored an incredibly rich 
source of ideas about the urban schools by not asking 
experienced, dedicated teachers to talk about their 
daily lives at work. 
The women interviewed were free to generate the 
information that was given, the order in which it was 
given and intensity of feeling with which it was given. 
In fact, the strength of the conversations with the 
teachers caused me to alter the focus of this chapter. 
I abandoned a plan to analyze their stories from purely 
theoretical feminist perspectives, such as voice, 
nurturance, dominance/subordination, and issues of 
power, but chose to let these stories guide the 
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organization of this chapter. Rather, the perspective 
is one of giving voice to these women whose career 
choice has been to care for others. 
^ guess the kind of empowerment I would 
, .. . ° see ls teachers on more committees 
f^hiadmnniSt^ators in makin9 some of these 
as theVhnH^C1Si°^S* Take something as simple 
as the building of a new facility. I’m in a 
elatively new facility compared to others in 
Boston. i am convinced that the architects 
never once consulted a teacher in drawing up 
the plans for this building. Never. They 
couldn’t have. ... i could name two dozen 
things in this building that would have been 
picked up on immediately. I mean, this is 
undamental to anything in education. You must 
consult the teachers. You have to. But it 
seems like a new idea, doesn't it? Because it 
isn't done.*** 
A major portion of this chapter is given over to 
the daily educational concerns that the teachers 
mentioned, such as the basal reading text and the 
emotional lives of their students. 
As educators we must claim our right to a critical 
voice in the policy-making and policy-evaluating aspects 
of elementary urban education. This critical voice 
questions a superintendent's right to choose a single 
reading series for the whole system, ***lt's absolutely 
inconceivable to me that anyone would choose a single 
reading series***, that test scores measure a child's 
success, ***It's like knocking them down before they can 
stand up.***, that teachers want and need authority 
figures to tell them their jobs, ***We are the 
experts.*** that women teachers are content with the 
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r careers, ***Who else can 
perceived low status of thei 
do what we do everyday?***. 
These women, collaborators in this research, have 
shared the same educational environment and social 
context for at least fifteen years of their working 
lives. They vary enough from one another in their ages, 
individual styles, personalities, and responses that 
their shared reflections honor both the diversity of the 
group and their common commitment to the children they 
teach. 
The intent of this chapter, then, is to present the 
substance of multiple interviews with ten respected, 
experienced, female teachers about what teaching in 
Boston has been like for them and to present their 
concerns and feelings in light of recent feminist 
scholarship. The failure to hear the voices of these 
teachers leads to a distortion of the understanding of 
conditions of elementary education in Boston. They 
speak to us of the fabric of daily life in urban 
classrooms that cannot be explained by those not 
intimately involved. 
The stories and reflections are presented publicly 
as part of the feminist tradition of inviting discussion 
and a fresh analysis of what has been hitherto 
unexamined. Their shared experiences and reflections 
point out the ambiguity felt in the daily lives of these 
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women who serve children. Their stories call for a 
critique of current educational practice. This process 
of making the consciousness of these women available to 
educational theorists confronts the easy single 
solutions of the past, such as, a single basal reader or 
a raise in salary or any other narrow focus on 
classroom practice as the source of school failure. 
These stories do not fit neatly into only one category; 
of necessity, I have imposed an artificial order on the 
conversations with the teachers. There is a unique 
quality to each response, and yet together they make up 
a harmonious theme of women's insights and cares 
operative in the educational system. 
Analysis 
After an extensive review of the literature of 
feminist theory, attention to the interviews with the 
teachers and personal reflection, I have chosen three 
threads from the broad and varied material given to me 
by my colleagues. Because of the feminist imperative to 
place knowledge and information in a context where it 
can be understood as part of a tapestry of related 
material, I will present the contextual comments the 
teachers made about not being treated as professionals, 
being denied autonomy, about their identity, and about 
their place in the world. I call this section The 
Influence of Patriarchy. The second thread which I 
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will highlight is Experience and Middle Ago. These 
women often alluded to the many years of their adult 
careers spent with the children in their classes. The 
final and longest section of this chapter focuses on the 
day to day issues that make up the fabric of life in the 
elementary school classrooms of Boston. I have labeled 
thlS Teacher Concerns. It will focus on the 
unexpected revelations of this research and weave these 
educational and personal concerns with feminist theory 
to show the enormous care and concern and skill that 
elementary school teachers need in order to be effective 
in the lives of their students. 
The Influence of Patriarchy 
The social requirements of deference, 
submission, and passivity generate many 
complicated feeling in the experience of being 
a female in a patriarchal culture. 
(Eichenbaum and Orbach, 1982, p.38) 
Feminist scholarship of the past twenty years has 
shown that women have been excluded from the meaning¬ 
making and theorizing activities of culture; the "real " 
world has been defined by men. One of the philosophical 
tenets of feminism is that the personal is the 
political; as Adrienne Rich, a poet and feminist 
theorist, tells us in her poetry and essays, there is no 
private life which is not determined by a wider public 
lif e. 
[T]he content of education itself validates 
men even as it invalidates women. Its very 
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thinkers'of'the world^and^harth^^6"3 ?"* 
natural. (Rich? ?979 'p^U th±* 13 °"ly 
The socialization and education of women has been 
as a group marginal to power. They have been 
conditioned to accept certain roles in society. This 
practice has created a subculture in which women can 
then be further split into discrete sub-groups of the 
subculture according to race, class, age and sexual 
orientation to name a few categories. Without attentive 
analysis and observation it might appear that white 
women share in the power structure; in fact they do not 
have power in their own right, only in so far as they 
attach themselves to a powerful man or a male 
institution. As Gerder Lerner points out in The 
Creation of—Patriarchy (1986), although women constitute 
half of the human race and have always been active in 
maintaining society, they have been rendered invisible 
or subsumed into male defined institutions. It is only 
recent scholarship of the past two decades that has 
noticed the absence of women from the historical record 
and the meaning making institutions of our culture. 
Women have not only been educationally 
deprived throughout historical time in every 
known society, they have been excluded from 
theory formation. The contradiction between 
women's centrality and active role in creating 
society and their marginality in the meaning 
giving process of interpretation and 
explanation has been a dynamic force causing 
women to struggle against their condition. 
(Lerner, 1986, p.5) 
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The women who shared their stories with me grew up 
and were educated in the 1940s and 50s when sex¬ 
stereotyping was hardly questioned, when the civil 
ights movement had not gained wide acceptance and the 
anti-war movement was very small and radical. Lillian 
Rubin describes some of the messages these women 
received and internalized from the prevailing culture. 
... The socialization practices that 
?Hf?^1CallY guarantee a highly ambivalent 
are lmrneasurably complicated by the 
tact that form girlhood to womanhood the 
mandates are contradictory: 
- Achieve, but not beyond what is appropriate 
tor a girl! 
Strive, but be careful never to damage your 
marriage chances! 
Be smart, but not smarter than your brother! 
Be knowledgeable enough to impress, but never so 
much as to overshadow a man, any man! 
(Rubin, 1979, p.45) 
Clearly, in this hierarchical milieu, a woman 
either married, or she could choose religious life and 
became a nun. A woman was seen as a person in service 
to others; any other life choice was generally seen as 
an aberration or unfortunate at best. It was the tacit 
understanding in the upper classes of society that a 
woman was educated to be a partner to an educated 
husband, his homemaker and the mother of his children. 
In the other classes, nursing and teaching were seen as 
suitable, even praiseworthy occupations for women before 
marriage, and, if necessary, after marriage, with the 
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understanding that she still was responsible for the 
home and children. 
Career choices of this cohort of women were always 
governed by the ambiguities of the sort that Rubin lists 
as well as by some relationship, either real or 
potential. These women hardly ever had clear, direct 
career goals; they were most often perceived as 
ambivalent and vacillating because they felt pulled by a 
variety of responsibilities to themselves and others; — 
child care, an elderly relative, career advancement, 
and self fulfillment to name a few. 
*** I'm not a teacher because I like lots of 
money, like I said I'm a teacher for a lot of 
different reasons - at first it was saving the 
world, at another point it was helping those I 
thought could be helped, then it was 
maintaining a certain discipline so the others 
could learn. Now it plays a different part in 
mY life. One is I have children of my own, it 
allows me to have time with my family, other 
people are looking for babysitting and I can 
be home with my children at the holidays ... 
and it's rewarding ... and I'm safe and we all 
like safety and security. *** 
*** I would really like to study why so many 
urban school systems are failing. Is there 
one that is really doing the job? I haven't 
heard of it.*** 
*** When I took the leave of absence to study 
that mother acted like I was deserting her 
son; I was saving my sanity. *** 
*** I happen to work for a very good 
principal. I'm told I'm lucky. I think that's 
why I've stayed here so long. ... Once again, 
I'll go back to my principal, she's been a 
great support when my mother was ill, I could 
just go if need be. When our daughter was 
born, I thought, if I had to get out of here. 
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those were important things to me. still are 
That s my priority, my family.*** 
ny of the teachers in this sample spoke about 
changing careers or doing something else. 
*.1 ve been teaching so long. ... i have 
tMnkemfnt,bUllt UP' 1 WOuld like to leave I 
think of it every day. I look into other 
It’s notl could leave, I would leave. 
It s not that I don’t enjoy teaching. I like 
wprpln9 ?tthKthe children- I wish the classes 
were small, but I don’t get the satisfaction 
ny more because we have no one behind us. *** 
They were clear that teaching gave partial 
satisfaction to their lives, but the major nourishment 
and enthusiasm came from another area of their lives. 
Women have been encouraged to repress the achievement 
portion of their lives and to develop the emotional 
part. This repression that women engage in then is more 
painful because the rewards of society go to the 
achievements it defines as worthwhile. The work that 
women do has been denigrated. 
*** There is no respect, it’s like being a 
mother.* * * 
The seeds of racism, sexism, and all other 
forms of oppression and violence are sown very 
early in life. Raising children correctly is 
a social issue.Why have we as a society 
paid so little attention to child rearing? 
One reason is that child rearing has been 
women's work and as such has been devalued by 
patriarchal society. Financial resources as 
well as widespread knowledge of how to care 
for children are lacking. (Papacostaki, 1988, 
p.27) 
These women have been socialized by their history, 
their education, their culture, families and careers to 
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ilent, to get the job done in the service of others 
and not to make a commotion. It is important to 
recognize the severe limitations that sex-stereotyping 
has placed on teachers in order to begin to understand 
and perhaps overcome those limitations which drain the 
energy and interest necessary to relate to children. 
Limited Options for Wnmpn 
***I grew up in an era where I didn't 
understand that I could have been something 
other than a teacher. ... I could have been 
something other than a teacher if I had known 
that women could do that. I am 39 and my 
mother is 84 so I was brought up with values 
of people of a generation older than the 
parents of my friends. *** 
***I always really liked kids, and I never 
thought I had any other options. I had 
already worked in a hospital,(as a teen aged 
volunteer) I already knew what the nursing 
thing was, I wanted to be with children, and 
I thought it was going to be wonderful. There 
were times when it was wonderful.*** 
*** I really only knew about teaching, 
nursing, and secretarial work. Smart girls 
went on to school and the others became 
secretaries. I always liked school and my 
father worked in a hospital and always 
discouraged me from nursing, so, I became a 
teacher - and I always loved school, still do. 
... At teacher's college I was in the honors 
program in history and was going to do 
secondary education until the dean called me 
in and told me I really wasn't big enough or 
loud enough or strong enough to deal with the 
big kids and she thought it would be better 
for me to be in the elementary ed. program. 
So I followed her advice, I switched. I 
thought she knew best. I'm not sorry, (pern) 
AAA 
Black women experience even fewer options in our 
society; they have been living under at least the double 
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barriers of racism and sexism. in the Boston schools it 
was the court ordered desegregation of faculty and staff 
as well as student assignment that gave people of 
African descent presence and visibility in the schools 
in teaching and administrative positions. 
*** I wanted to be a commercial artist and I 
went to New York after I graduated from 
-(college) with my little hat and white 
gloves and portfolio but (laughs) they 
weren't doing Black then. I pounded the 
pavements and went on interviews. I remember 
one offer, when I told the woman I couldn't 
live on the salary she offered, she said I 
could live there and get her breakfast 
(laughs) - usually I was told I had no 
experience and that was alright ... one ad in 
the Sunday Times said," No experience 
necessary." - it was for _ pattern 
(sewing) book so I figured that I would be in 
a back room and no one would see me and it 
would be O.K., so I called and asked for an 
interview -and got an appointment for early, I 
gave my name, _, and she didn't know I 
was Black - and the woman said come right 
over and when I showed up she stammered and 
stuttered (laugh) and tried to get rid of me - 
... so I came home, worked at (a department 
store) and got married. I didn't begin 
teaching school until my children were in 
school. *** 
Isolation/Support Issues 
Teachers are most often led to believe through 
direct and implied communication that they alone are 
responsible for what goes on in their classrooms and 
that requests and/or offers of assistance imply a lack 
of teaching competence. Teachers, in fact, do not have 
the time or energy during the school day to look for the 
systemic issues that might be addressed to improve the 
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conditions of their work life. 
Without an analysis of 
the systemic and philosophical issues that surround 
elementary school teaching, each teacher must either 
construct her concept o£ what she can bring to her class 
or be the obedient subordinate who will do as she is 
told by the dominants in her profession. Rosenholtz and 
Smylie have studied the conversations of teachers in 
different settings. In an authoritarian, hierarchical 
model of teaching, teachers exchange words of sympathy. 
In a school with a collegial atmosphere, teachers 
exchange ideas. (Rosenholtz and Smylie, 1984, p. 157) 
*** Teachers have no ownership of what they're 
doing really - no ownership over the building, 
over the programs, now the single basal that 
they have to use - because of how the schools 
are structured - there is no choice - 
everything is top down - you go into your own 
room and close the door and then you go to the 
teachers room and bitch and moan, bitch and 
moan. Now that I’m beginning to think of 
myself as a principal, I think there should be 
choice and shared vision — otherwise you're 
always fighting people. *** 
Feminist psychologists at the Stone Center for 
Development at Wellesley College, have described the 
development of women as the self-in- relation, that is, 
a woman develops socially and emotionally in the 
"empowering dynamic, fluid, mutual relationships" 
available to her. "Unfortunately, this is not a model 
of action or achievement that is fully encouraged or 
developed in families or in academic and social 
institutions, for either girls or boys. (Surrey, 1987, 
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p.5-8) Disempowerment or "dis-ease" for women, then, 
comes when the opportunity to have these relationships 
is denied or minimized as it so often is in the 
traditional isolating structure of the traditional 
elementary school. In Boston, most people teach in self- 
contained classrooms, there is little time to relate to 
other colleagues other than shared yard duty or bus 
duty. During these times, serious conversation is 
severely restricted by a concern for order and the 
safety of the children. As well as causing personal 
^-*-s~ease an<^ doubts of competence, the "greatest 
impediment to the development of teaching skill is 
professional isolation." (Rosenholtz and Smylie, 1984, 
p. 155) 
***I think the classroom can nurture you but 
it|s not enough - it goes back to structure - 
it's so isolating - and none of us have so 
much self confidence that we think that we're 
doing a good job, some of us (do) - no one 
comes in and says "You're doing a good job." 
or "I like this" or, you know... there’s no 
supports ... and then I think you get to the 
point that you don't want anyone in your 
classroom you get defensive and threatened, 
(but) not everybody.*** 
***Because I find that they're people making 
decisions who don't really know what's going 
on, and it's (classroom teaching) changed a 
lot in the last ten years. ... Maybe the 
people who are out of the classroom should go 
back into them for a while.*** 
Voice/Silence 
One of the strongest themes in my conversations 
with the teachers was their feeling of not being 
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This 
consulted, of no one paying attention to them 
finding corresponds to much recent feminist writing and 
theory. Culturally women have not been encouraged to 
speak up , asking is an action that potentially 
threatens a relationship and women often identify their 
relationships with their sense of self identity. 
"Indeed, women have been led to believe that if they act 
and think [and speak] effectively they will jeopardize 
their chances for satisfying emotional experience" 
(Miller, 1986, p. 39). The teachers I talked with 
usually do not chance being labeled aggressive, 
bitchy or disruptive, but they do speak to each other 
about the resentment they feel at not being asked their 
professional opinion. 
What we had not anticipated was that "voice" 
was more than an academic shorthand for a 
persons's point of view. Well after we were 
into our interviews with women, we become 
aware that it is a metaphor that can apply to 
many aspects of women's experience and 
development. In describing their lives, women 
commonly talked about voice and silence: 
"speaking up," "speaking out," ... "Not being 
heard,"... "saying what you mean," _ and so 
on in an endless variety of connotations all 
having to do with sense of mind, self-worth, 
and feelings of isolation from or connection 
to others. We found that women repeatedly 
used the metaphor of voice to depict their 
intellectual and ethical development; and that 
the development of a sense of voice, mind and 
self were intricately intertwined. (Belenky, 
et al, 1986, p.18) 
Carol Gilligan has alerted the scholarly community 
to the existence of "a different voice". These teachers 
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used the metaphor of voice often to show their 
perception of their place in the "system." 
anythinq6 the laSt °nes to consult for anytning. No one ever asked 
report card we wanted to see 
see for curriculum, what 
be giving, what kind 
ask us just for formality. 
down to is 
to 
should 
as us 
comes 
everyone 
us what kind of 
what we wanted 
kind of tests we 
of books, they'd 
Really, what it 
else decides. *** 
Teachers spoke about the frustration of not being able 
to use their talents, experience or intelligence with 
their adult colleagues and administrators; they were not 
being included in decision making. Often committees on 
which teachers served were a sham where the decisions 
had already been made or their suggestions were 
disregarded. 
*** We had many seasoned teachers, master 
teachers at the _ School that I was at. He 
(our principal) would not listen to us, 
really. He would tell everyone he listened, 
but he didn't. He would listen, but he didn't 
hear. That was his problem. He would ask 
everyone and then do whatever he wanted to do. 
... He wants to run the whole school by 
himself. He wants to say, I did it, I wrote 
it, I directed it. He wants all the credit. 
He is there to make a name for himself. ... 
And he'll ask us so he can say he did it in a 
democratic way but he just doesn't take our 
advice. *** 
*** He (new principal) said, "Well, the 
experts say that, the experts say this." And 
no one asked us. I feel we were the experts. 
I feel the school is as strong as its teachers 
are. Who else can do what we do every day? 
* * * 
I have no intention of contrasting male and female 
principals - but I do think it is not a mere 
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coincidence that the principal involved in the following 
account is a she". in the next quote the teacher 
describes how conversations, talking things over, are 
the source of much teacher satisfaction and empowerment. 
The best years were at the School* it 
thlnk the peo^ there 
other tw children, the people liked each 
i * e Principal was warm and concerned, 
w okS ?ar^ °f the system* We would talk to 
ideals, ... she would let you talk, 
add' ShG would create with you and 
then teH you at the end, (laugh) "But, I’m a 
realist. It can’t be. it won’t be." But 
somehow, she made you feel that you were 
worthwhile, your ideas were credible and 
valid and we were always looking for ways to 
make it work. *** 
The next description is one of several that shows that 
dialogue and support need not be gender specific - this 
principal and vice principal are male. 
*** We need the praise. It’s so difficult. 
We re up there all day. People [teachers] who 
were transferred to high school during the 
layoffs say we work 150% harder than they do. 
... That’s all I want - is someone to say, 
"_f You’re doing a great job." ... I have 
fresh kids. I have big kids, I have 14-year- 
olds that tell you to go "F_" yourself, oh, 
they do the most terrible things. All I hear 
from the kids is, "I don’t care, I don’t 
care." Well, this year I have people 
(administrator and assistant) who are 
supportive; they know that I care. *** 
As discussed in Chapter Two, Carol Gilligan points out 
that often women experience an intense disjunction 
between their own sense of self, derived from connection 
to others and this society which prizes moving to the 
top, becoming separate and having power over others. 
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fh^t S ^6en frustrating because I don't feel 
we L^d klnd °f SUpport astern that 
al 'f. ? !” 1 think the classroom 
with von if S that' "There is something wrong 
do aet theJ YOU Pemaln in the classroom." I 
do get that sometimes, I get that feelina 
IS?indatiL^ Y°“ haVe a regular class*”?! .And 
f rustrating, that’s the majority 
a * S°PUlatl?n‘ ••• That Population has HI1?Y baan neglected and as a person that 
teaches that population then, X feel, sort of, 
I feel neglected.*** 
Power Redefined 
Feminists are in the process of redefining the 
complex concept of power to be more inclusive of the 
female experience. Gilligan says that fully developed 
women, so often involved in caring for others, grow into 
the definition of power and strength as they experience 
the obligation to exercise care and avoid hurt for 
themselves as well as others. 
Jean Baker Miller reminds us that women come from a 
background of being subordinates and they have found 
power and support for their work of nurturing and caring 
for others from their peers and their relationships to 
others. The stories that women tell of their reality 
will be the source of an expanded definition of power. 
The work and insights of women have been trivialized in 
the past because they have not fit the male model of 
power and success. 
To continue Peggy McIntosh's image of the pyramid, 
from chapter 1, there are many layers of people kept 
from the peaks of power, from any discussion of theory 
183 
g Until we acknowledge how and why each of these 
groups, women, people of color, the poor, the 
differently abled, to name some, are kept from full 
cipation in our meaning-making institutions all of 
our lives will be supported by the oppression of one or 
more of these groups of people. 
The maintenance functions of society and 
personality are seen to belong chiefly to 
?nd lowe5 caste males, who have few 
tangible rewards for work they do in "makinq 
and mending the social, material, 
TntfhloCtUah ernotional and spiritual fabric.: 
h wor^d' women c^re for the children and 
other dependents, do the cleaning, assist with 
the development of others, do the dishes and 
next day, do it all over again. The work 
is repetitive. It sustains the self and 
others, but is unheralded by the recognition 
given to more public forms of achievement and 
success in our society. in this world, one 
engages in conversation rather than speech¬ 
making; one is there for children and old 
people in a daily way; one holds institutions 
together. The hidden ethos is You work for 
the decent survival of all, for therein lies 
your own best chance for survival. (Crocco, 
1988, p.13) 
It is time to acknowledge those unheralded people 
in our society, to see what they know about needs and 
solutions; to honor by paying attention to the people 
engaged in conversation not speech-making, in child care 
not policy making. The veteran teachers who shared 
their reflections with me are very interested in the 
"best chance for survival" for all. They know that 
their students need skills to survive in the world. They 
want to be part of the process of giving those skills to 
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their sjaidents but they also realize on different 
emotional and intellectual levels that they can not 
assume the blame for a failure of "the system”. The 
feminist analysis of the shared reflections of these 
teachers will lead to a deeper understanding of the many 
and often conflicting demands and few supports in the 
lives of these women working in the urban classroom. 
The Middle Ag^d and Experienced 
ft'i11 the x?sue of identity - a troubling one 
women at any age - is brought to center 
3 midlife. • •• A lifetime of doing what 
ey re supposed to do, of putting the needs 
and wishes of others before self, gives a 
particular urgency and poignancy to the 
question. Who am I? (Rubin, 1979, p. 42) 
It is significant and important to study that 
cohort of society, middle-aged women, who were educated 
and came to maturity before the second wave of feminism 
in the United States. It is important not only because 
they form the overwhelming majority of teachers in this 
nation (as well as in the Boston Elementary Schools) but 
also because this piece of adult development has been 
the least studied and understood so that incorrect 
assumptions abound in popular understanding and 
literature: 
... women, past their culturally defined 
sexual prime, have classically been ignored, 
trivialized, and stereotyped in American 
society to a far greater degree than have 
older men. ( Megliola, 1989. p.4) 
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Daniel Levinson’s research on midlife (1978), was based 
on a totally male sample. The information was then 
predictably generalized to women. Levinson and his 
colleagues concluded in their study of forty middle aged 
men that "the mid-life crisis" experienced by many men 
near age forty comes from a heightened sense of their 
own mortality and the realization that all the success 
they had anticipated during youth was not now going to 
be achieved. Women, who are currently middle-aged, 
have not been encouraged to focus on achievement; 
rather, the cultural mandate has been to focus on the 
care of others. Also, mid-life women do not often see 
their contemporaries die of heart attacks and other work 
related causes as mid-life men often do. Mid-life 
women, then, do not generally face a "crisis" in the 
sense of an event or episode; rather, they sometimes 
gradually come to a heightened awareness that their 
adult development has come through service to others and 
that process has been unrewarded and devalued. Middle 
age is not the predominant stress or crisis period in 
most women's lives. "When you study women's lives, you 
see clearly the great variety of lifeprints among 
adults." (Baruch, Barnett & Rivers, 1983, p.241) One 
teacher, in her forties during our conversations, was 
pregnant; another, in her forties, was sending her 
youngest off to college; they have very different life 
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tasks, currently, and ahead of them. The oldest 
teacher, chronologically, had the least seniority in 
years of teaching because she had stayed home while her 
own family was too young for school. Clearly, the 
lifeprint, or the timing of life events, differed for 
these middle aged women. One constant theme of feminism 
is the acknowledgement of and praise of diversity; it is 
operative in any careful look at the lives of women. 
This study does not provide any "universal category" 
of middle-age woman but presents a group of women who 
are middle aged, enjoy a favored reputation among many 
colleagues and have shared the same work environment 
for an extended time. That environment has shaped many 
of their career and personal concerns. 
*** I thought I'd teach for a little while and 
stay home in suburbia with my babies and do 
significant volunteer work and be a good 
mother. Teaching was supposed to help you be 
a good mother, right? I didn’t know I'd be 
divorced and the sole support of my son when 
he was _ months old. It's worked out well, 
though, we haven’t been rich but we've had 
time together ... *** 
Part of their shared reflections included explicit 
mention of their stage in life and age related events 
that influence their lives at school. 
*** I am getting older, and people are dying, 
and at the funerals that I'm attending, they 
are leaving children - life is too short - we 
could all be dead tomorrow - and these 
funerals are not my family they are friends - 
and we could all be dead tomorrow - and I 
think people should speak up and say their 
mind and if they don't like what's going on 
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they should try to change 
discuss it - i don't have 
bullshit anymore ...i don 
games ... i*m tired of 
large infringing on my 
I don t have time to 
or 
* * * 
it or compromise 
time for the 
t have time to play 
people both small and 
time, I give a lot ... 
be everyone’s therapist. 
nh^Lreau°nS f°r wanti*g to work with 
years JI' C^nged as 1' ve changed over the lit n,College 1 focused on mentally 
arded children and it was too much - it was 
!im^m0t^0na1' t0° draining... I’m a very 
sT? ih2ai person and 1 can find myself crying 
tim®. :** so 1 focused in on behavioral 
problems, children with emotional problems and 
earning disabilities - originally my aim was 
to save the world, I was going to be a 
teacher, I was going to help everyone and 
everyone was going to be better... now if I 
can move most of the kids in my class along in 
their school work, in how to behave and get 
along I feel I'm doing all I can do - I'd like 
to do more but I have to be realistic, I can 
only do what I can do, ... I don't have power 
and I m not part of a team, I just have to 
do what I can do. *** 
It appeared that the realization of being middle- 
aged or perhaps their position as experienced veteran 
teachers in the Boston schools caused them to speak 
about this period of their lives as having a new 
significance for them, a new conception of their role. 
Some want to know how their personal contribution fits 
into the whole educational and social scheme relating to 
their students or how their years of service influence 
their personal lives, some want to "rise" in the public 
school system and share in the power, some want to do 
"something else". Often these varied feelings and 
thoughts co-exist in the same person. All of the women 
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were very open and 
easy reminiscing about their careers 
and experiences in school. 
jlook backward is characteristic of early 
that we^™ ^ 6aCh °f US suddenly notices 
Dreciselv Lh9Ve a.past that *• Precious 
precisely because it is irretrievable. 
(Conrad, 1989, p.28) 
Some of the teachers wonder anxiously what to do 
with the next portion of their lives; some of them are 
content to stay in the classroom and others wait to see 
what happens next. Whatever future they are thinking 
about, they expect to be active and involved, as they 
continue their lives. No one spoke of retirement; they 
all mentioned change, moving on to something else. 
the new old' {is} a term used by 
gerontologists to describe a younger, more 
affluent, and physically active older 
population, usually between 35 and 57. 
(Megliola, 1989, p. 4) 
The following quote is from a sixteen year veteran 
teacher who has young children in private schools. 
Although she is part of a two parent family she needs to 
work to pay their tuition so that they won't have to go 
to the Boston Public Schools. She knows she is a very 
effective teacher in Boston and she knows that presently 
she has several underused talents and abilities which 
she has chosen to defer developing by remaining in the 
classroom. She now identifies her role as mother to be 
her primary one. It was interesting how often she would 
say in the course of the interview that she did not 
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want to "go off and leave my kids". I would often have 
to ask her if she were speaking about the children in 
her family or the children in her classroom. 
lif^ 1 9°lng to do this for the rest of my 
life. There are other things I see myself 
doing and I'm going to do them - so I don't 
ave a problem staying in the classroom now - 
if everybody leaves the classroom, who's 
going to be in the classroom - if I'm so 
wonderful and talented and have so much to 
give and I go off and leave my kids ... oh no, 
I m going to stay with my kids and when I 
leave I'm going to do something entirely 
different.*** 
In the above passage, we see clearly a teacher who does 
not see teaching elementary school as a life career. 
This teacher, in her late thirties, speaks of changing 
careers and staying in teaching in the same paragraph; 
she exemplifies the intensity of the ambiguous feelings 
many mid-life teachers have about their careers. They 
harbor the desire to continue giving "so much" right 
along with other desires of growing personally and 
professionally, of being nurtured and being supported. 
*** There is nothing there that nurtures you and 
you feel that, you know. *** 
***You don't mind working real hard with every 
body else like everybody else - it doesn't get 
easy - easier through the years and you sort 
of need to see that someone is with you *** 
*** I think I'm very hard, I think I'm very 
stern, I want to find out who the oldest 
Special Ed. teacher is - for real, I think I 
should get something. I've put a lot of time 
in. I work them hard, I work hard. *** 
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Women who are now in the middle-aged cohort face, 
have faced, the developmental task of changing their 
perception of themselves as well as incorporating the 
changed perception of how they are viewed by the 
prevailing culture. It has traditionally been a time of 
role change for women within family life; children tend 
to be less dependent. For women who also work outside 
the home, there are changes of role perception within 
the context of work. Around this time in the life cycle 
many women begin to rely on competence and 
professionalism rather than being the "good girl" or the 
"pretty girl". 
*** When I was young, my training and 
background made it easy for me to smile and 
say, sweetly: "Please may I?" and "Please may 
I have?" things seemed to go along well for 
me. Then when I began to see myself as a 
professional and started to say, "I want," and 
"The children need ..." and things were not so 
pleasant for me; I was seen as an instigator. 
* * * 
As we mature into full adulthood, ...many of 
us find that the position of childlike 
innocence (which our culture sees as 
appropriate for women) is impossible to 
maintain. Suddenly, ... We can no longer turn 
away from exploitation and oppression. We 
find that we must begin standing up for the 
rights of others as well as those of our 
children and ourselves. We are plunged in to 
awareness. (Schafe, 1985, p. 79) 
*** Any person, any child who has been made to 
spend five years at the _ School has a 
right to turn out to be anything they want to 
be. They have learned all they ever have to 
learn about power, and the distribution of 
power, and how powerless they are. ... I mean. 
How could you walk into that building and 
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anyone there says to 
amazed that the kids 
. Kenneth Clark, the 
says the people have 
system work ... that 
to 
s 
respect anything that 
you? I am constantly 
still listen to us. . 
American sociologist, 
learn how to make the 
I°wantf?hi' 1 ?°n't Want t0 Paint that school, 
on £he system to Paint it, to put shades 
on the windows, to have the windows open. 
" aay 1° tha kids to have a teacher 
carry file cabinets and clean the janitor's 
store room to make her classroom? It is the 
wrong message: I'll work for you but the 
system won't. I'll do it for you because I 
like you but the system does not care about 
You. ... And that to me is a mother substitute 
and we are not mother substitutes, 
teachers (ha)... *** 
we are 
Collectively, these mature women recognize the 
impediments to teaching that permeate their classrooms 
and their working lives. To hear their voices dispells 
the myth that elementary school teaching is a "piece of 
cake , "woman's natural work". As I have said before, 
this myth, left unexamined, is not only inaccurate; it 
is destructive. Those that live in the real elementary 
schools, the teachers and the students, know that the 
work is tough and demanding while it is delicate and 
intricate. Both teachers and students live complex, 
difficult lives about which they are at best ambivalent. 
When we do not hear their voices, when we discount them. 
the myth goes unchallenged and unchanged. 
***I realized that it wasn't going to be just 
teaching, it was going to be being everything 
- a mother, a social worker, a psychologist, a 
disciplinarian, a friend ..., especially with 
the older ones, I had eleven, twelve and 
thirteen year olds, now I'm working with the 
little ones - ...I had the strength then to 
survive it - I have the strength now but I 
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mean ... I have to do the best I 
I ve got *** can with what 
^h™ihaVS n° contro1 over our lives in 
thev?r4 oI?U ^Ve kidS in fr°nt °f YOU' and 
2 °f contro1 given where they come 
-\an<? YOU have a structure that dictates 
, YOU re suPPosed to do, everything that 
re supposed to do, and no support. So I 
feel out of control, no controls. ... and 
parents resenting interference because, now 
we re supposed to be social workers too. So 
you walk a thin line. You want to develop 
trust with them, but then you're in their 
business and they don't like that and so you 
become the enemy rather than being able to 
work with them as a partner and help them 
through stuff for the benefit of the kids, so 
it s a no-win propositions. *** 
*** I mean, what's going on isn't my thing. 
There s no doubt that it isn't working. So 
it s exploring quite radical departures are of 
interest to me. *** 
One of the teachers talks about becoming a lawyer 
and working in the housing court where she feels she 
could win some cases." She would still be working for 
her students but in a different way, in a way that could 
be measured, a "win". It becomes clear in talking to 
these teachers that "my students" or "my kids" encompass 
children they have not yet met and includes more than 
just the children from their classrooms. Listen to the 
words of this twenty-one year veteran. 
*** We have to change the system. We have to 
utilize the day. Children can now be taught 
from 7 in the morning until 6 at night. ... 
they have to be taken care of, and we can 
arrange days now, where there are different 
hours if they want to ..., you know, a whole 
day to work with children. We have to 
futurize. We have to work with children in a 
very different way ... We have to use public 
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resources. The schools exist. We have 
can be^se^r "i® °Wned by the Publ£c that be used for day-care. We have to 
thev^re^otan<^ ^eally 9et them going so 
totally functional. I think the 
peoDleShavrtt0 I;hange their roles‘ 1 think 
The?e are a wh?nge their way o£ thinking, 
a tot of emotionally disturbed 
milies out there. We are responsible for 
better ^Yh'*' them t0 go home' it: wil1 9®t better, there s nobody to go home and get 
teliehPr°\ Y°u d°n,t Cal1 UP their mother and tell her, you know, can you take care of his 
emotional needs because she can't find her own 
belly button sometimes. Or she's been in 
three shelters in two years and she just 
conceived again. What are you asking her to 
do? We are our brother's keeper, or our 
sister's. *** 
This alternative vision of changing a deeply 
entrenched "system" is not frivolous or naive. It is 
the serious reflection of more than one dedicated, 
veteran teacher on the priorities of urban education, 
perhaps all education. As we learn more about the 
implications of women being silenced and begin to attend 
to their voices in the development and implementation of 
policy, we will begin to see the far reaching effects of 
using the patriarchal construction of reality as the 
universal, singular standard of any human activity 
rather than a system that will be responsive to 
particular and diverse needs. Dr. Gould captured the 
issue for many middle aged women, yet he did not deal 
with the unexamined cultural assumption that physical 
beauty is found only in young women. 
As women get older and lose some of their 
physical attractiveness, [Gould's biased 
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as theY grow to resent their 
confident s?-tuation' aa they become more 
fident about their abilities and see how 
fee°mthatn^Y the W°rld 13 reallV run, they 
intenioL h Y a^e wasting their resources and 
they refuse®; k Y are ready to challenge . . . 
tney refuse to be anybody's little qirl anv 
more. (Gould, 1978, p.250> Y 
* * * Shit, I m 
m my 
what's 
__ nobody's person anymore, I 
person I m here because I believe j 
going on ...I am my own person now - I speak 
my mind not the party line or the union 
line how are we ever going to have progress 
and work together if we don't speak our minds? 
Women receive personal internal physical signals 
that they are aging as well as societal external signals 
that they must complete the transition from young to 
middle adulthood. Continued development demands that the 
props of physical beauty and/or strength and energy must 
give way to competence, experience and wisdom. 
***I’m more self assured, I don't hurt 
people's feelings when I discipline. *** 
***I don't make excuses anymore, those 
liberals they drive me crazy, (falsetto 
voice) "Oh, he can't do this, he can't do 
that, his mother is an alcoholic... he has 
such a terrible life - oh." (determined, 
strong voice) 0! K! Fine! I have a kid 
whose mother is an alcoholic, I expect as much 
of that kid as anybody else, he has to be a 
person too - and he has an opportunity, with 
me - and he might be better off than someone 
whose mother was not an alcoholic - maybe 
he'll be more of a person because he has some 
insight to life in the real world - *** 
There is a sense of pride and competence that comes 
through in parts of the interviews. It is there, but it 
is elusive and hard to grasp. There is a strength in the 
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they are not going to words of these teachers that show 
give up in the face of enormous social problems, a 
strength in voicing some of their discouragement but not 
allowing it to overwhelm them. 
A necessary part of all experience is a 
That9mosi°n ?£ °?e’s "eakness and limitations. 
That most valuable of human qualities - the 
al31-*-1ty to grow psychologically - is 
necessarily an ongoing process, involving 
repeated feelings of vulnerability all through 
7?. ^-,^ave not recognized the importance of 
his abnuy ... it is a positive strength. 
(Miller, 1986, p.31) 
This twenty year veteran sees the enormity of the 
issues that touch her working life and the lives of her 
students; sometimes she is overwhelmed by the complexity 
of what teaching in an urban elementary setting involves 
and then she concentrates on doing her job and taking 
workshops and courses in a developmental curriculum 
because she "would really like to learn about how 
little kids learn." 
*** (loudly) You don't get anything put back 
in. You're giving out and giving out, and 
you’re getting nothing back. ... What would 
help? Well, a nicer environment to be in, or 
faith that there could be improvements - if 
something's broken it will get fixed, - 
support for the kids, (quietly, slowly ) See, 
but you can't solve their problems. That, - I 
think is just what's getting to me now. You 
want counseling for them, you want all that, 
but you need the whole damned family to come 
in, and a decent life style and opportunity. 
OH—(sigh) So, I don't know how you — maybe 
by just changing teaching techniques, because 
what we're doing now just ain't working. It 
ain't working. Classes are too big. It's 
like everything. From top to bottom. Change 
the superintendent's attitude; you need to 
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haverto!U^.the Wh°le damn system' • You 
Some of these teachers feel the powerlessness of 
being isolated individuals responsible for twenty-five 
or more needy youngsters for six hours a day. Some of 
them feel the power of being able to create a safe, kind 
world, as they want it, within their own rooms. And 
very often they feel the power and powerlessness 
simultaneously. 
*** I can't think of 
a fuller person than 
School teacher.*** 
any job where I would be 
being a Boston Elementary 
*** I am better than some, I think, but I am 
not pleased with what I do, it's hard, 
Boston's hard. I go home and beat myself up 
all the time. I could be doing a lot more and 
I m not. I blame myself because I yelled, 
blame myself for not being good enough, I 
blame myself for not being more sensitive. *** 
I found the swings of emotion within the same 
paragraph to be fascinating; teachers could begin a 
passage with pride and end with guilt or start out as an 
optimist and end blaming the "dopey heads who hide in 
town (central office) or wherever they hide with their 
big salaries. 
*** I still am an optimist, in spite of 
everything, because I figure I see it at my 
school. Good teachers make a difference. I 
close my door, forget all that bureaucratic 
bullshit that's out there and do my thing. 
... That's what keeps me going, the kids that 
we make a difference to keep me going. I'm 
still optimistic. That's important. Once you 
lose that, I think you should get out. Get 
recycled or something. Maybe they should 
rotate everybody. Definitely have people from 
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Court Street teaching a day a week or von 
have policy makers that haven’t been there (in 
t f°r 9 l0ng time* it’s 
^ertamiy changed over twenty years, my God. 
The following comments of a twenty-three year 
veteran teacher show some of the poignancy of the 
feelings of many of these middle aged women. 
in Ronton Thave much tlme to wait it out here 
svstPm can endure. ...I think the school 
system has an obligation in that I am a tool 
their success and not a victim for their 
abuse. . .. I want to be able to say 
professionally that I am a master teacher, if 
I were one, and be recognized for it and be 
financially rewarded for it and also feel that 
I was an important person in the development 
tho system, like I'm contributing.*** 
Some of them have decided to do what they can do in 
their classrooms; some have decided to work toward 
becoming administrators in order to have more influence 
and share some of the decision making power. Most often 
the only way to be recognized as a competent person is 
to move out of the classroom into some administrative 
work which is seldom involved with children or teachers. 
Many of these women are caught because they want to 
teach but they also want a share in the decision making 
and there doesn't seem to be a way to do that now. 
***It's been twenty years of growth, an 
evolution that I want to be an administrator, 
a principal maybe. Because the choices and 
decisions I have in the classroom are not wide 
enough anymore - challenging kids is 
challenging but that alone is not enough for 
me anymore - the isolation has a lot to do 
with it - I'd rather make other decisions that 
would affect^influence the school, programs - 
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recognitior|bfPicture now I want some 
years that 1 knOW things after twenty 
Although Roger Gould, as late as 1978. reserved the 
following words for middle-aged men who had been full 
time workers, we have come to understand that they also 
fit other workers, among them, these women teachers who 
have worked continuously at their profession for fifteen 
years or more, with time off for maternity leaves, 
sabbaticals, or personal leaves. 
When we are more in tune with our instincts 
and impulses, we become authentic adults, true 
to our innermost selves. We generate our own 
interests, motivation and values. Because we 
have decided which things really have meaning 
for us, we see clearly just how we want to 
spend our time. We no longer fear bosses or 
idealize and imitate mentors. As we demand 
higher levels of authenticity around us, ... 
we provide a model of a real person rather 
than a collection of roles. Our children and 
our juniors learn more about life from us. 
(Gould, 1978. p.245) 
It is almost impossible to tell from the following 
story which factor was the most influential in the 
"change" that "came over" this teacher in her late 
thirties. Was it the in-service seminar run by a woman 
who validated the teacher's feelings, intuitions and 
knowledge about kindergarten children? Was it the 
relaxing, professionally focused time she got to spend 
with other kindergarten teachers? Was it the 
accumulation of years of experience followed by the 
"pressure" of the parents and administration to deny her 
* 
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own awareness o£ early childhood education and her 
students? Embedded in the following passage is a sense 
of wanting to be in a position of influence where she 
can assert herself and her ideas. She is one of the 
teachers who is ready and willing to share in the power 
and decision making of the establishment, rather than 
envisioning a new structure. 
*** Around 1985, after I had been laid off 
(for one year), and recalled, a change came 
over me. I took a workshop, after school, 
voluntary, no one got paid. Mary Iretretis 
from Wheelock gave a Math/Science workshop for 
kindergarten teachers - she was very sensitive 
that everyone was exhausted after a day's 
work. It was very much hands on - she was 
also sensitive that people needed to talk to 
each other. She knew the teachers - she knew 
the kids - she knew our frustrations because 
we were being forced to teach them pencil and 
paper crap. The pressures from parents, the 
pressures from principals - she knew what our 
problems were. And because of where I was and 
looking at myself - there was a shift of how 
I saw myself in education, I don't know if the 
workshop came first or if I was changing at 
the time but I see myself differently now - I 
want to be an administrator.*** 
Current educational literature acknowledges a 
professional growth that takes place over time, or 
should take place, within classroom teaching. Only 
haphazardly, and depending on the good will and 
intelligence of the principal, does the structure of the 
schools allow the experienced classroom teacher to have 
a voice in the day to day life of the school. This 
teacher suffered under an autocratic new principal for 
two years and then requested a transfer to a different 
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age school. It is interesting to note how she uses her 
to justify the decision not to "put up with" the 
conditions that she has suffered for some years in her 
past assignments; there is a sense that she feels she 
deserves to be spoiled" by a supportive administrative 
staff. 
fppl ^St Y**r and thls Year ... all of a sudden I 
feel powerful, and important. My opinion matters 
now. I m respected, I’m listened to, 
... it is such a big difference, I'm 
they (male principal and staff) back 
feel supported, I go in happy... I 
-... Now that I've had the best - I don't feel that 
I ever have to go back, I 
want to go back, it's not 
it's old age setting in... *** 
I'm not alone 
not alone, 
me up... I 
come home happy 
m spoiled, 
acceptable 
I don 
to go 
t ever 
back.. 
This following comment, from a very strong, 
centered woman, shows that she has gone beyond the 
dutiful, obedient female teacher. She has made a 
personal judgment, based on her past experience and care 
of her students, to respond to their needs rather than 
the directives of "the very intelligent people" above 
her in the hierarchy. She will do what she feels she 
has to do for her students, and she follows her 
intuition to use a portion of math class to essentially 
talk about birth control in the fifth and sixth grade. 
*** During math I talk about changing diapers, 
about, " You can not get married young, you 
can not be at home with a baby when your 
friends are going downtown." I mean, I was 
cruel saying "Do you want to be stuck at 
home?". Some of these kids, please - will 
never finish high school - and they will be 
head of households and you and I will be 
teaching their kids ... I mean ... so what can 
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^mild, dismissing sarcasm) the 
verv int*?T- ob->ectives ^re put together by 
dorJf ^elligent People I’m sure - but they 
don t know our population - but these kids 
not manage - and until 
...I will prepare them 
change and to think...*** 
I see some thinking 
to shop and to get 
can 
In order for the dynamic energy of this teacher, 
and others, to be sustained and nourished they must be 
heard and reckoned with. Her personal decision to speak 
to her students is just that -a personal decision; it is 
praiseworthy, but it is in isolation and can not be 
systematically reinforced. Until our society or the 
school system or some collegial faculty group is willing 
to go public with these concerns and personal strategies 
the students will only get the haphazard concern of some 
of the strong members of the subordinate class. 
By listening to the voices of resistance of these 
middle aged women we begin to get a sense of how society 
fails to encourage any challenge to the existing 
structure of hierarchical authority in its institutions. 
These women have refused, in their professional lives. 
to internalize the message of the dominant culture 
because of the authority of their experience with their 
students. A feminist analysis always begins with the 
calling forth of the experience of people involved and 
building a system that can tolerate flexibility and 
diversity rather than impose absolute directives. It is 
the experience of these teachers that their job 
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description involves a great deal .ore than teaching the 
regular curriculum. Many o£ their duties or actions 
come under the huge category of nurturance or 
caregiving. 
*** My mother can't understand why I 
tired. She says, "Why don't you sit 
get off your feet?" I tell her that 
it my stomach were stretched 
m the last row, and 
get so 
down and 
I feel as 
to the last seats 
, tacked down all day, 
every day - and I worry about them 
collectively. And that 
* * * 
s why I'm 
singly and 
tired.(pern) 
As I read this document for metaphors the women 
used I was struck by the maternal one above; the teacher 
saw herself as encompassing every child in her class in 
her "stretched stomach." The following physical, sexual 
metaphors shows how totally involved these teachers are 
in wanting to create the environment they think is 
necessary to teach their students. 
*** And it dawned on me that I was practicing a 
form of prostitution, I was not going to them (the 
custodians) because they were nice or I liked them, 
I would smile and bow because I wanted paper 
towels, (laugh) If that is not a refined form of 
prostitution then what is it? - They were not 
pleasant people - it was because I wanted 
something - I felt I needed their support more than 
Lavel Wilson's - he doesn't mop my floor, these 
people don't either but I wanted them to. ... Your 
standards are very low at some points in your life, 
...you'll do about anything to get it going. *** 
*** I'll do whatever I have to do, standing 
up, for my kids.*** 
The Issues That Teachers Introduced 
Of the many important issues that the teachers 
introduced during the interviews I have chosen to focus 
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on the seven which were most often mentioned. They 
were: Stories of an Individual Child. Sexual Abuse of 
Children, the Emphasis on Testing, the Changing Role of 
the School, the Universal Basal Reader, Poverty and the 
Underclass and the Administration. 
During my pilot study, I was scrupulously careful 
to ask each teacher each of the questions I had listed 
on three hand written pages; I received just the 
information I wanted from the teachers, and only that 
information. Under the guidance of Dr. Masha Rudman and 
after reading Earl Seidman's work on interviewing, as 
well as Women's Ways of Knowing. (1986). I framed a 
question that allowed the teachers to construct the 
conversations we had. They selected the stories and 
they introduced the topics. This section of the 
analysis is about the multivariate subjects they 
introduced. As you read their words, I believe you 
hear the pain, the passion and the promise that 
they feel and have shared about their lives and work in 
the Boston Public Schools. I believe that the strength 
of their beliefs and abilities come through in their 
reflections about their careers and their relationships 
with their students. Their pain also becomes almost 
tangible as they describe the conditions of their 
students' lives and the conditions under which some of 
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then, teach. Their concerns reflect an intimate 
connection to "their children". 
As I participated in these interviews, I had 
several surprises. I never thought that the imposition 
of the universal basal reading text would figure so 
strongly in the conversations with the teachers. I was 
therefore very surprised when nine of the ten teachers 
introduced this subject with some passion. 
Likewise, I was surprised at the collapse of the 
customary parameters of time and relationships in the 
storytelling. These women often used the expression "my 
kids"; more than one teacher spoke of "my little girl" 
or "my little boy", referring to a student from years 
ago. 
The teachers spoke of their experiences, their 
hopes and their sadness. Such insights and feelings can 
not be easily catalogued or compartmentalized, for they 
speak to the intricacy of their lives and the role they 
play in the lives of others. The following topics 
emerged often and powerfully from the conversations with 
the teachers . I present them here to make public the 
complexity and intricacy of the interwoven issues that 
have not yet been given the acknowledgement they deserve 
in any process of urban school improvement. 
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Stories of a rhiin 
The conversations with the teachers were filled 
with the particularities of their work, with the 
details of life in their schools and with the individual 
children they taught. The discussions were of how we, 
as individuals and as a school system, can be more 
responsive to the individual children. A feminist 
analysis, which is based on the experience and reality 
of particular individuals, challenges the accepted and 
standard practice of the establishment, such as 
definitions of special education and regular education, 
among others. Feminist theory and practice honors the 
diversity and uniqueness of individuals. 
Similarly, for philosophers from Plato to 
Rousseau to Dewey, the "child" - whether 
shaped by nature, social structure, or innate 
capacity - becomes a unitary abstraction. 
Furthermore, this child, this human being, is 
invariably conceptualized as ...an autonomous 
"he" whose thought processes are typically of 
the abstract, rational, problem-solving 
variety. ...the goals and tasks of education 
should rest on ideals about the strengths and 
needs of all kinds of children, not simply 
those of one prototypical child. (Maher, 1986, 
p.221) 
The following stories show how the lives of their 
students become involved in the lives of these teachers. 
The common experience of these teachers is with the 
individuality of each student and the unique composition 
of each class. Our students are urban, in most cases 
poor, in most cases from single parent families (See 
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Appendix E). 
The teachers in this study mentioned that 
they understood that life is not 
easy for their students 
families of the students; neither is it easy for 
the people who want to teach these students. The 
following stories illustrate the strength of the - moral 
concern,(the sensitivity) to the needs of others and the 
assumption of responsibility for taking care." 
(Gilligan, 1982, p.16) 
The first story comes from a teacher who is trying 
to figure out how she can work with her special needs 
students to empower them to be able to get what they 
need from her and go on with their young lives. She is 
also concerned about how much of the pain of their lives 
she can feel in her own life and not become 
dysfunctional as a teacher. She also shares her aide's 
pain and over and above that she worries about her aide 
too. 
***-was a that really affected me. 
While I had him for a year and a half - my 
aide and I followed him along a difficult time 
in his little life - during the time he was 
with me he was taken from one household to 
another by different parents - well, first - 
Dad was in jail - came home - it didn't work 
out - Mom and the kids took off - people 
looking for them - to coming back together - 
parents were drinking, caring on, abusing the 
kids, kids being taken away and brought to a 
home, some .5 placement (institutional) in 
(town) ... and it was terrible to see him 
there ... it was a terrible insight to what 
can happen to young children ...- he was nine 
years old ... what a scar that must have left 
on his life -...they need love too as well as 
structure ... I came to a point where I had to 
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beoaSsehvoumcan °£ ™ysel£ 1 give to them 
too deoendpn? 9et t0° lnvolved and they get 
hev havf °n Y°U and they have to leave, 
bondina 9° ?n £° someone else - so that 
t--imo ?g’ ‘ \ We followed him through a whole 
irwaHivina1'1 1 WaS "0t part o£ h£a- lit.-Vf llvlng in an institution - he had a 
wh PaCe ' i£ was awf«l - that still bothers my aide...*** 
I think it is noteworthy that the teacher’s 
response is not one of judgment, blame or punishment; 
rather, it is a response of concern, the "terrible 
insight to what can happen to young children" and how 
to incorporate that insight into her life and her aide’s 
life and into their dealings with their other students. 
When one begins with the study of women and 
derives ... constructs from their lives, the 
outline of a moral conception different from 
that described by Freud, Piaget, or Kohlberg 
begins to emerge ...(Gilligan, 1982, p.19) 
This teacher is used to doing what she thinks is 
best, going beyond the line of duty, for her students 
even with the negative comments of her principal. 
*** I am not finished with someone until I'm 
finished with them - During the bus strike 
last year I picked up this kid every day of 
the bus strike and brought him to school and 
brought him home and all he could show me was 
his ass to kiss. I got paid,... but I didn't 
know that in the beginning and that is not why 
I did it, ... and my principal (she) said,"My 
God, I don't believe you, why don't you forget 
him, he's going nowhere." and I said, "I'm not 
finished with this kid yet " ...and maybe 
somewhere down the road when he's sitting in a 
padded cell or waiting in a court room or 
maybe sitting behind a business desk he'll 
stop and think and reflect and say "You know, 
she really tried with me." and that will be 
worth it. *** 
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Jean Baker Miller points out that when women have 
traditionally built a sense of their own self-worth on 
activities that focus on the development of others, 
they can accomplish tremendous things" (Miller, 1986, 
P-54) . 
The veteran teacher in the following story has an 
"all day" kindergarten; that means she is responsible 
for twenty-five "regular" five year old students for six 
hours a day with no aide. The "regular” child in this 
story was going through the breakup of his family life 
and his behavior at school cried out for special 
attention to deal with the family issues. 
*** I'll tell you about a situation that 
really got to me. Last year a real smart 
little boy's parents were separated ... he was 
a real sweetie pie and he had a close 
relationship with his father - and she 
wouldn't allow him see his father. The mother 
is real tough, tough as nails, and I had 
talked to her over the year because I didn’t 
know how to help him - he was acting out all 
over the place - he was so obviously so 
troubled and I was so frustrated - and I was 
at odds with him like this (hits two fists 
against each other) with him all the time - I 
told her on the phone that I thought we 
should talk about counselling and she came 
right up to school -angry - and her kid was 
not going to have counseling -and it was going 
on - and one day he was being punished on 
"Time Out" with a bunch of other kids and he 
yells out, "Miss -, I'm going to kill 
myself, do you want me to kill myself?" 
I said nothing, I wrote it up and gave it to 
the principal, he called the mother, (sigh and 
deep breath) the mother came up, we had the 
school nurse, and the school psychologist 
happened to be in the building and we said we 
think you should have your child evaluated 
TODAY and the principal said, "We can't ignore 
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these things and it is our legal 
ofSlike1thistofVad “e haVe had °ther Casea 
And the moin f klds threatening suicide." 
they all ?n!r tU™ed to me and 3aid ""ere 
my fault ,rE cdaS3?" She thought it was 
problem ' U|S£ lt; She saw me 33 the whole 
a.ful L'h- breaths) It was horrible, 
Bl^ack r W We are a11 White and she's lack, you know. 
... He told her we would have to file a 51A 
him toeheaidS"G° right ahead' !•- not taking 
Se called ^aluat?d' file it-" After she left 
and 11 d th Clal worher to file the 51A 
J, .ho“®.and for the first time since I 
lived in this apartment I didn't feel safe in 
my own home cause I knew she was real angry 
and I was the target and that was the same day 
or the next day that woman went into the 
classroom in Chicago and shot up the kids -... 
Anyway she took her kid to be evaluated -she was a 
very intelligent woman also - and she and I were 
(had been) able to talk up to a certain point - and 
l hoped that she would reason this out because I 
knew she loved her kid, you know, but she was such 
an angry woman, and young, early twenties, and such 
fighter ... but she wasn't taking responsibility 
for the shit that was going on at home - the little 
boy used to tell me all sorts of stories about how 
she let the father sleep over some times and she 
stuck a knife in his leg, oh God, one time — anyway 
she took him to a shrink and he said the boy was 
fine, O.K., except for the problems over the 
separation at home and I felt a little bit 
vindicated - and she came to the little graduation 
I had for the kids in June and took a picture of me 
with him - and so it was a happy ending ... but he 
didn't come back to the _ (school) for first 
grade, I think he went to _, it is across the 
street from his house **** 
This veteran teacher felt that the mother should 
take care of the child's behavior problem as a family 
concern through an outside agency. Meanwhile, this 
child was, to put it mildly, disturbing her other 
students, preventing the teacher from getting to her 
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lessons and frustrating her. She used the skills at her 
disposal, "I would take him during recess and talk with 
him about how much I liked him and how he must behave 
during class. We would make a contract." she used the 
"Time Out" area but she understood his needs were beyond 
her expertise. 
Some additional information broadens the context of 
the above story. There are no counseling services 
regularly available at the school. All school 
psychologists are responsible for several schools. Even 
on a day they are scheduled to visit a school, they may 
be called away on an emergency or to a meeting. The 
parent in this story is a woman who is currently dealing 
with the dissolution of her marriage. She depends 
totally on an unreliable public transportation system. 
When she comes to the school she must interact with a 
group of educators whom she has no reason to trust, 
because of her history or experience or racial 
background. 
Although the teacher said she felt "vindicated," it 
was evident how sad and weary she was as she told the 
story. No doubt the fact that the child went to another 
school for first grade affected her for in some sense 
she felt responsible for his leaving her school. 
This short story, of one child, in one class, is 
especially important because it highlights three factors 
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that are such an integral part of life in the Boston 
schools: racism, socio-economic classism and the lack of 
adequate student support services. it should not be 
surprising that this mother did not view the school as a 
sympathetic resource for herself and her child. Her 
"tough as nails" attitude which made her so difficult to 
deal with for the teacher is no doubt a valuable asset 
as she attends to the awesome task of raising her young 
son in our society. 
Time and again the teachers used the story of their 
inability to meet the needs of a child to illustrate 
their concerns. 
** I have this little girl, she is very 
bright and motivated, the whole business. She 
tested on a seventh grade level in math on the 
METRO (standardized test) and she did well in 
reading. That was in the beginning of the 
fourth grade. That child should be in an 
advanced class but I can't get her in. I told 
the mother to go intown (central office) and 
fi-9ht for the child. She is not a paper 
person, she is a real little girl and she is 
being neglected in my room. I have too many 
children, she could probably do pre-algebra 
but I can only do so much - and I have my 
little first grade reader who can't get 
outside help, he needs my time too.*** 
The concern for their students truly knew no 
boundaries; it did not stop at school or academic 
issues. Even the boundaries of time seem to collapse. 
In the following passage, briefly, at the end, it seemed 
that the teacher was speaking of a student in her 
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present class, 
fourteen years 
yet she is referring to a student she had 
ago. 
klnder9arten kids are real cute but 
they ve seen too much for a five year old kid 
ey know about sex, they know about drugs 
too much about life, from a five year old ' 
perspective, so it’s knowing adult things but 
.. young child -...I remember this one 
i tie girl telling me about rape - this was a 
long time ago at the - she kept telling me 
was raped - I said, "Well, what's 
V' she said' "You know about putting it in 
and that white stuff comes out." This is a 
kindergarten child. 
another little girl, , who saw her father 
heJ m°ther and a little boy in my class whose 
father beat him to death - (groan... question "In 
your class?") I had him in kindergarten that 
happened when he was in second grade - but those 
were (name of a public housing project where 
she taught fourteen years ago) days - but I know 
that stuff still goes on. The parents are twenty 
years old, they're single and still kids 
themselves, they're kids.*** 
Sexual Abuse of Children 
These veteran Boston teachers understand that their 
students have many problems and needs that they are not 
trained or prepared to meet. Yet they realize they must 
understand those needs if they are to be able to teach 
their students. One such problem they are aware of is 
that of child abuse, especially sexual abuse. As soon 
as I changed my pilot questionnaire format, I began to 
get stories of child sexual abuse. These stories show 
the sickness of the hierarchical, patriarchal structure 
of our society that allows for and is built on the 
oppression of any group. The knowledge and practice of 
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teachers can challenge the power structure of one 
of society s institutions, the schools. Listening to 
their voices and the stories of their experience can be 
the beginning of a new ground for educational theory. 
T Tw° Years a9°- all my girls in my 
little°air?sd bee” raped <paU3e) and that's 
to read and ir't “S S° 1 haVe to teach them 
kinds of and they go home to all 
I was thpil-1?^8*v. TW° °f them were raped while 
it and no w 3 r ^ S° 1 had tQ deal with 
“d no “here was I ever prepared to do 
“ ' n° V°r*shop can get you prepared to do 
wafoW hurts, this is your student you 
watch over her for six months, ... and then 
!^tC?weS tP YOU and tells y°u specifically 
what the mother's boyfriend did to her... and 
even worse what her mother did not do for her 
...didn't take her to the hospital. We did 
that, and when the mother was called she was 
angry that the girl was in the hospital and 
got her in trouble 
It makes me want to evaluate what I'm doing. - 
The next morning I don't want to teach the 
days of the week - I don't feel like teaching 
Roman numerals or phonics ... they're 
necessary yes -... We're not talking ten 
percent - I'm talking about my entire class 
...That was a special needs group -I had ten 
kids, seven girls and all of them had been 
raped...little ones under the age of eleven 
So when you face that, What do you teach? 
Facing that what do you teach them? What’s 
their homework, what do you do if the homework 
doesn't come in? Do they miss recess? Is 
that the only time they are going to play 
with kids? 
- So the punishments become less frequent, 
less intense and the rewards become greater 
and it gets very expensive too... 
Every child has a magnificent birthday party, 
balloons, cake, presents... I don't know if they 
are going to be alive next year ... so that I can 
sleep at night - they have a ball for their 
birthday...*** 
214 
One teacher spoke about "our children" being 
sexually stimulated by the movies, the television and 
advertisements even in the best of our society's 
conditions. in the worst of conditions, they are not 
safe from people who would dominate and molest them in 
their own homes. She had to institute formal 
proceedings when a fifth grade girl told her about the 
demands of her sister's boyfriend when her mother was 
not home. She feels that the latency period of child 
development is fast disappearing, that calm period of 
childhood that is pre-sexual and intellectually 
exciting. 
*** When I went to school sex had not been 
invented... I was not preoccupied with rape or 
sexual abuse or methods of birth control - 
Besides a cold what could you catch from a 
man? There were no illnesses. There were no 
details, I didn't know what I was being saved 
from... I didn't have to think of things like 
that.*** 
After speaking with several of the teachers who 
mentioned stories of sexual abuse of their students, I 
realized that in twenty-two years I had never 
encountered such situations. I wonder if I had 
structured the school day to be so busy and so academic 
that a child never had the opportunity to speak to me 
about this. Or is it because our society has only 
recently allowed that taboo subject to be spoken about. 
It was as recently as the school year of 1985-86 
Boston teachers were mandated to teach a brief sexual 
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abuse curriculum which was to empower students to say 
"No" to sexual advances and to go to authorities for 
help if necessary, a particular story stands out in my 
memory. 
older and L? ‘ ‘S my fifth 9rade who was 
sister in fhe ln£e^1°r school work. Her 
! found out 9radS Was Pre9nant - and i round out that her mother was in the 
about thi^ hospital -so I was worried 
about this girl because she and her sister 
proiectV-n9 *j°gether in the apartment in the 
project and one morning she ran out of the 
room sick and I said to myself, "Oh my God, 
t00*" Wel1' She wasn,t' thaAk heavens. That year a friend of mine at that 
school snuck a psychologist into the 
He (princiPal) would never allow 
them in - (he wouldn’t let violin teachers 
in either) - and so my friend asked him if a 
friend of hers, who was doing research, could 
come in to do a case study (on second grader 
who was in a foster home who had been sexually 
abused as an infant). Well, when I knew this 
was happening I went to the psychologist - an 
older woman, big with white hair, Dr. Nina 
Fish Murray of Mass. Mental Health, which was 
at the end of our street - I went to her to 
talk about my student to see if she would 
evaluate her also and give me some insight 
about her school work. 
When Dr. Murray returned with the evaluation she 
said she felt that my student was not a victim of 
sexual abuse. And I’ll never forget what else she 
said in the corridor outside my fifth grade 
classroom, "You know sexual abuse happens in all 
races, in all classes, in all neighborhoods, all 
economic groups and of the girls who succeed, and 
success means the ones who do not go to jail or to 
a mental hospital, - of the group who succeeds - 
the only thing these girls have in common - the 
only thing - is that they had a teacher for at 
least one year who made their school life safe and 
they were able to pick enough health out of that 
one teacher and that one year to keep them out of 
jail and out of the mental hospital." — I still 
get goosebumps when I remember that - I looked at 
her and said, "Are you trying to keep me locked in 
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That’s what that classroom forever?" (laughter) 
doatWeSSavCtndi^LP°WerfUl statement about what 
I 
we 
This is another short story that highlights the 
operation of collegiality, authority, hierarchy, 
poverty, and the social work system to name a few of the 
integral factors that must be concerns of an elementary 
school teacher. 
Emphasis on Testing 
Some teachers are aware that the systemic 
conditions of their work are negatively influenced by a 
"Back to Basics" philosophy and elaborate testing 
procedures. Others try, once again, to obediently 
incorporate these testing criteria into their personal 
teaching style so their children will benefit. 
Since we (women) grow up in a foreign culture 
- a White Male System which is always defined 
as "right" - we tend not to trust our own 
perceptions unless they are consonant with 
those of the White Male System. Whenever we 
have different perceptions - whenever we try 
to explore other realities - we are told that 
we are sick, bad, crazy, stupid, ugly, or 
incompetent. And whenever we receive that 
message from those around us, we grab our 
solar plexus and run! (Schaef, 1985, p.38) 
Most of the teachers I spoke with - eight of the 
ten - feel that the emphasis on testing has diminished 
their ability to work or at least inhibited their 
ability to do what they want to in the classroom. The 
pressure to "get the job done", that is, to raise the 
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scores on standardized tests, is a pressure to conform 
and to obey and to be less creative. It is implicit, 
sometimes explicit pressure and permission for the 
classroom teacher to cheat and lie on the test results. 
This focus on test scores demeans professionals; 
teachers are directed to perform highly defined tasks 
at the command of an authority and are no longer 
expected to analyze an educational problem and develop a 
solution to fit the particular situation. 
*** Sometimes I'm so busy, I don't get to ask 
a child why they haven't smiled in a week.*** 
***It's like knocking kids down before they 
ever get a chance to stand up.*** 
*** So if our kids need fourteen years to do 
twelve years worth of work - give it to them. 
* * * 
There was a lot of anger expressed as this teacher 
told of giving up her interdisciplinary style of 
teaching which focused on multicultural respect and self 
esteem. She teaches a Learning Adaptive Behavior (LAB) 
primary class of emotionally disturbed and learning 
disabled students. The future of her children depends 
heavily on the numerical test results, rather than her 
evaluation as a seasoned professional who often has a 
student for two or three years. Her frustration at 
giving up integrated units for drill lessons in the 
"more practical" basic skills workbooks is evident. She 
does not question the testing policy or the quantitative 
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evaluation of her students as a false attempt to improve 
the educational system; her concern is to mainstream her 
students into "regular education". she is going to 
buckle down and work harder to make her students and 
herself successful in the eyes of her principal and the 
standardized test evaluators. 
(Mts^aMe^ “y6 Y6arS 390 1 Sald' it. 
and \T°U ^ 90ing to learn to read." 
and that s all we did, - read fuck it - 
read, and they learned to read and we don't do 
the nice projects and arts and crafts and fun 
things but fuck it, they read. There is no 
more time for creativity, I don't have the 
time for anything but those tests and I want 
to get them mainstreamed - and for the past 
five years my kids have done very well on the 
tests and have been at the top of the grade 
level placement. 
I don't have the time to do new units, to go 
through material - there is already too much 
material to work with - you don't have as much time 
to be creative and I think being creative is very 
important - I think the creativity has been 
hammered out of you by the reading and math which 
should be incorporated - I know that I’m not as 
creative because of the things I'm supposed to do 
-I don't have the time.*** 
This woman has an incredible amount of energy and 
commitment to her students but she appeared exhausted 
during the second interview. At what human cost, to the 
students and the teachers in elementary school, will 
distant administrators and departments continue to 
enforce educational priorities that measure and label 
student abilities at the expense of learning activities 
that nurture and respect a variety of "intelligences" 
(Gardner, 1983) and develop critical thinking, problem 
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solving and life skills? Christina Maslach, cited in 
Chapter One as the expert on burnout, comments on the 
coping strategies of "buckling down" or "getting tough 
in a difficult work situation. 
to°dealIwithSoUdi?d 1036 mUCh °f their at>ility to deal ith complex problems when they 
and^hpv* Their thinking becomes quite rigid, 
nd they cling to formulas that aren't 
adaptable to new situations. They also 
w?r^lrrita^e' dama<3±n<3 their relations 
with their colleagues and families. They feel 
stressed. (Maslach, 1987, p.l) 
Some teachers see the incompatibility of the 
single-minded focus of the central administration on 
test scores with the individual children sitting in 
front of them every day. This statement is another 
example of the complexity of the lives and responses of 
the teachers. This discussion of curriculum issues and 
testing leads directly into the broader, deeper, 
connected discussion of function of school and the 
allocation of the resources of society. 
*** Back to basics! You can't go back. Back 
doesn't exist. There is a change in life - we 
are the basic providers. We have to answer 
the needs of the society we're living in 
nowadays. Can't go back. What are we going 
back to? There isn't a home like we had, 
mothers like ours were. There's not two 
people in that family. ... There's nothing to 
go back to. No Girl Scouts, no church every 
Sunday, no streets crowded with children 
playing and everyone knowing everyone else for 
years, ... There's nothing to go back to, so 
people have to change their entire head. We 
have to redefine what the service is, what we 
want to do for our children... We have to 
futurize. We have to work with children in a 
very different way.*** 
Year 1 was supposed to teach 
- becaiseat?,ev ^ division o£ fractions -why 
lsarcas?l»nY ?ere 9°lng to be tested - 
refl»nH llY and tf'3 imP°rtant - it's a 
career Jhat0^1"6' w teachlng method, on my 
riaht? - and 636 dS do wel1 on the test, 
thev add? du COme to word problems ...Can 
Can^thev'mnTfrdtf\ ,Can they subtract? umhum - 
an they multiply? umhum - Can they divide*? 
umhum - can they think? no! Can they app^y' 
from *£owled9e? no! and so I made problems 
from the newspaper, I made copies of order 
n^Hn?,'-|We dTd that.for weeks, until it was paintul ...I was dizzy...*** 
This teacher is more invested in her students, as 
she knows them, and in giving them the skills they can 
use than she is in "covering" a mandated mathematics 
curriculum or "looking good" on the test results. 
Even if a teacher did not have a vision of the 
school of the future, all of them acknowledged that the 
role of school has changed during their careers in 
response to the changes in the lives of their students 
and the demands of society. 
Changing Role of School 
*** We now have lots of the responsibilities 
the home used to have, we give breakfast and 
lunch, do sexual abuse education, drug 
education, personal hygiene, we do the 
scoliosis screening and try to teach our 
values which often don't match those of the 
home or the television or the videos - plus 
we're supposed to do our job and teach the 
regular curriculum. *** 
Not one of the teachers wanted to cut out any of 
the life curriculum mentioned above because they know 
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the children need it; they do want the support and 
acknowledgement they need to do their work. 
exacerbated wSle^Y Wh°se Problems are 
class ?o name ^V1S1°"S of ™ce, Sender, and 
The Arsons? wt®6 °f the most client ones. 
!f ai problems that plague us are those 
understanding and reconciling different 
andTCtiV6d °n the imP°rtant ilsues of ?ove 
and work and challenging those who profess 
toPsnttk1itY and obiectivity as they undertake 
to speak for everyone. (Maher, 1987, p.192) 
The teachers were very vocal in wanting the supports and 
acknowledgement necessary to continue to care for their 
students in the context of teaching the elementary 
school subjects. 
***I recently heard teaching in the urban 
schools compared to the medical profession, 
oh, not the money or the prestige, but that 
we re in the business of saving lives, we're 
in the emergency room mopping up blood and we 
know that somewhere there is a research 
department on some other floor in the 
hospital—school but we're too busy and too 
tired sewing up the bodies to be able to read 
what the researchers are writing. They 're 
going to have to come and find us. *** 
Basal Reader 
The teachers I interviewed are very frustrated with 
the imposition of the universal basal reading text book, 
mentioned in Chapter One. The intensity with which all 
of them spoke about "HBJ", that is Harcourt, Brace, 
Javanovitch, alerted me to the fact that something more 
was going on than the introduction of a new text book. 
In addition to being told how and when and how long to 
teach reading; they have been told how long to spend on 
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each story. This is cleariy an example of ••de¬ 
skilling , a model that does not respect either the 
individuality of the teacher or the student. In general 
the teachers feel that an unrealistic time schedule and 
undue instructional pressure has been put on them by 
people who are not connected to them or their children. 
^mvSt U,ke a punitive thing. Here 
a punitive Kh' ?ake Lt Work- And this is like 
a punitive, destructive feeling buying all 
anv"of"th b?wkS f°r 9 readin9 ^ries without 
1T Yir°f thln9s you need to make it really 
work; without any money to supplement it and 
^ really work. . . our children can word 
call (points finger on table) and we think 
they can read and before we get a chance to 
ask them they look up at us and say "What does 
it mean?" Our children don't have the 
experience -I mean the experiences they have 
don t prepare them to read HBJ on someone 
else's time schedule. So maybe in Boston we 
need 14 years to do 12 years work - so if they 
need more time give'em more time. *** 
Only one teacher did not bring up the issue of the 
"Universal Basal Reader". When I asked her what she 
thought about it, I received this reply which was spoken 
very quickly and definitely. As you will notice she 
"got carried away" into two of her favorite school 
topics, class size and parents; she hardly ever missed a 
chance to mention these two critical subjects. 
***I like the series but I don't think it will 
make a heck of a lot of difference -nothing 
will make a difference until people are 
sensitized to the children - some of their 
experiences are horrendous - how can you 
expect a child to focus on reading when there 
are so many children in the class, when they 
are thinking of their mother who is on dope or 
their father and if he will visit this weekend 
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sensitive^t-^fh66" dhildren 1 c°uld be more 
child L individual needs of the 
counselors? i 1 ”e 3pend that ™r->ney on 
any other seriL"*^ r^ke0^?1;^ °f 
the ones on dope cI I^ 
willlnq toadn6th ?r °ne night a week' x'd be 
lighted - t-o l£ the Parkin9 lot was lighted to tell the parents about what's 
going on. what their children need - I have 
howethfsSfnd ?°tes saying' "! d°n't understand 
? Etaetion stuff works, it's been a 
ie L5emtA and. the Parents feel intimidated, 
we have to reach out to them.*** 
One teacher began the interview with this explosive 
response. 
{Question: What has it been like for you 
teaching in Boston?} 
*** It's been abusive. I think the system 
keeps abusing. ... And this basal reader is 
Dust another example. To go to a meeting and 
be threatened with test scores, threatened, 
after working for nineteen years, not taking 
days off, doing your best, is abusive. Do 
they think we weren't doing our best last 
year? that we'll work harder if they threaten 
us? I think it's been an insult, I think it's 
been a waste of my time professionally, not 
with the kids, but as a profession. *** 
Several teachers mentioned a variation on this theme. 
*** I'd like to know who is making out in 
this deal. Who is benefiting? The kids 
aren't, we're not. Where is the joy? Reading 
is now surrounded by so much anxiety that we 
all hate it, we hate it and the kids hate it 
and no one learns anything in hate.*** 
One teacher was open with her plans to resist. 
*** This one basal series, I think is setting 
us back a hundred years. It is absolutely 
inconceivable to me, with the research that is 
out there, there is not one drop of research 
in recent years that would support a single 
basal, especially for an urban school system 
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to°meatha?Sw»n' “ 13 absolutelY unbelievable 
direct re even headir>9 in this 
absolutely l^e l Zlk°tT^ that 1 
I teach * work totally from novels. 
reasonV? iY °m novels* ••• The only 
skn? « teacher should need a basal is for 
" h qUr?ng' nothing else. I always say, 
the ® after basal?" for the most part 
r^dicn? lnane' the vocabulary is 
ridiculous, figures of speech which are 
shouldYhe°ithiSage leVel that these kids 
be,le?rnin9' ^e presented once in a 
F?ne A-I t know. It's incredible to me. 
ine classic children’s literature! That is 
what I teach from, and I have no intention of 
stopping that. 
J—(Superintendent in another town) 
I 11 be looking for a job here; I’ll probably 
be fired. But I am not going to use that as 
my main reading program, I am not going to do 
it* 
I don’t feel empowered at all. I think there is a 
very good chance that I would be fired if it were 
found out that I was not using HBJ as my primary 
reading program. But I have no intention of doing 
that. I’ve had too much success the way I’ve been 
doing it. I’ll keep it on the shelf. I’ll use it, 
maybe I’ll even cover the law with it, but that’s 
it. *** 
Poverty and The Underclass 
Many of the children in the Boston schools are the 
victims of an economic and political system that 
tolerates an underclass of citizens. "One in five 
American children now lives in situations officially 
classified as poor. The figure for Black children is 
one in two " (Clowse, 1985, p.141). If we talk about 
urban schools, and urban teaching we must talk about 
the effects of poverty on the academic achievement of 
children. The teachers are aware of the reality of 
poverty in large segments of the student population. 
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ther^is nn home/° crowded apartments where 
to go to if t0 take them out' and no Park 
out9 ThP VHHhere Were someone to take them 
k ds are desensitized. One little 
had about the four new kittens they 
the four?hlr aSarbment and how his brother in 
out ^rth ?radG decided to throw one of them 
t the window to see what would happen. The 
have ft" °}d Said: 'It,S 0K because we still 
Time in mv ir1 ^hat ’ s the story for Sharing 
lime in my kindergarten.*** 
qtno!l?1S mY entire class comes from 
] nf thGY tel1 me about the shootings on 
Sunday afternoons (rapid speaking) and the 
y? ® and tbe bullets and someone running by 
grabbed her necklace and I said, (high excited 
voice) What were you doing there?" - 
(slowly) she lives there -upstairs - that is 
where she lives, - her home. ... and they 
shouldn't know about what goes on under the 
stairs, they shouldn't know about the police 
coming with rubber gloves and pushing the 
women there and performing a test, they 
shouldn't have to witness that, they shouldn't 
have that information, they should be doing 
homework and talking on the telephone -being 
children - and then they come to school and 
(sarcastically) you know their reading skills 
are not so good - and they don't want to read 
a story about a little boy who comes home from 
school and his Mommy doesn't have his favorite 
cookies ready for him.*** 
These stories are not the daily fare of every 
elementary school classroom in Boston, but they are part 
of the context of urban school life. Some teachers in 
Boston can not tolerate thinking about the lives of 
their students outside of school. 
*** And how often do I hear people say, "I'm 
here to teach, I have no time for this." *** 
Other teachers can allow the sad, difficult feelings and 
cope and do what they can to remain a functional 
positive force in the lives of their students. 
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tine for 1? ™ 18 g°lng to have to find the 
that s?Lt can 1 tesoive the issues 
right into the ? bUS °r at home and theV come 
has to he?n ?h class™°»' with then so soneone 
can leenn e th®“.deal with their issues so the 
can learn something. *** 
*** Sometimes I'm so aware, I'm sick.*** 
Whatever the personal or teaching style of the teacher 
the conditions that the children live with exert a 
certain amount of psychic and spiritual strain in the 
lives of the women I spoke with. 
***It gets you down, you internalize it, 
go home, they can't*** 
I can 
*** I started to get nervous about my health. *** 
* * * I would love to do some research on 
families, ... and why most urban systems are 
^filing ... we are educating lower class 
children and not middle class children and 
what happens is that we send negative 
messages to the kids, we never incorporate 
their views in our curriculum or our lessons, 
we don t support the families, ... they are in 
dire need of social services and if we neglect 
(them) we are constantly going to fail...*** 
Whatever the source of the individual acts of personal 
courage and resistance, these teachers give evidence of 
having constructed a lifestyle that seeks to live day by 
day without being overcome, overwhelmed or incapacitated 
in the service of children and in the service of the 
belief in the potential of an education. It is time 
that researchers listened to their individual and 
collective voices. These teachers rely on and pass on 
their personal value system. Some feel supported by the 
administration in their schools, others do not, five of 
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years, 
the ten have recently, within the last three 
transferred schools in order to get away from a 
principal they could not work with. 
Administration 
One teacher describes a vice-principal this way 
he*wasW?uned>,Witw.hi,n Seventeen years ago and 
to 5 ' bright, supportive and when I got 
bodv— hl!aS llke death walking around —in a 
sad h S?nneCted t0 anything - it was so 
sad he hardly spoke to the teachers but he 
was always kind to a child. I used to look at 
him everyday and say to myself, "My God, that 
can happen to me if I'm not careful." I left 
that school in one year. *** 
Three of the teachers praised their present 
administrators. One teacher, in fact, constructed the 
interview in a chronological order of the administrators 
she had worked for, rating them and listing how much 
they influenced her decision to transfer to another 
school. No teacher denied the influence of the 
principal in a school; however, no one spoke of a 
collegial atmosphere, of a team of adults with 
different responsibilities creating an learning 
environment for children. The atmosphere and standard 
operating procedure in the Boston elementary schools is 
hierarchical; administrators have the power and 
"hierarchies are disempowering" (McIntosh, 1985, p.9). 
There is an enormous loss of energy and potential in any 
system that does not listen to and attend to the people 
involved in the process and not just the final product. 
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Following are some stories of teachers' 
interactions with administrators. 
horror*-** *Gen blessed' I’ve heard some 
stories,... when Mrs._, came to the 
workiia ?or ° and d half Years U was like ? someone who when you went to her 
? 1 Want to take some children to the 
n, please." and she would say, " is the 
balanced- you taking the 
Dilingiial, the monolingual, the 
Czechoslovakian?" then, "1 need three copies 
of your letter for the superintendent." and "I 
am getting on the rocket with you." basically 
w ^ done ri9ht you could do it ...and 
she left... and the new principal couldn't 
compete with her... and I didn't feel I had to 
put up with her either and thirteen of us 
left the next year. *** 
next Principal who came to the school 
had been demoted twice and had just arrived - 
he came to my room in the month of October and 
asked be where the first grade was and then I 
knew all I had to know about him ... he also 
went to the bank everyday ... well, he told 
the secretary that he was going to the bank 
for two hours every day ... and we found out 
where the "bank" was and what it served ... he 
was having problems at home too ... and that 
year I left because my cup was running over - 
that was that - *** 
Conclusion 
The stories of these veteran teachers give a new 
perspective on the complexity of the question, "What's 
wrong with the schools?" They have given some 
suggestions about "What works!" These women have 
staying power, they are not delicate reeds blown over by 
strong winds. They understand that the children are not 
hopeless or worthless and that we as a society, and as 
individuals, have the responsibility to care for "our 
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children." 
My hope is that this research will 
contribute to an increased awareness of how criticai the 
situation is in the elementary schools and that the 
voices of these teachers, intimately connected to 
children, will stir people outside of schools to realize 
their connection to the youngest and most vulnerable in 
society. The complexity and vastness of the issues 
surfaced allow for a multiplicity of approaches and 
solutions. 
CHAPTER 5 
subservipn Pai" leads Us to n«">bness, 
bursts of v?Ai°r t0 randora and ineffectual 
women have i?Ce: As seParate individuals. 
our pain a„/rClV been 111 a Positi°n to use 
pain and anger as a creative force fnr 
change. (Rich, 1979, p.309> 
SUMMARY AND CONCLUSIONS 
RECOMMENDATIONS FOR FURTHER STUDY 
POSTSCRIPT 
Summary and Conclusions 
This dissertation gives a small group of Boston 
elementary school teachers a public voice to share their 
reflections and ask the questions they often ponder in 
private or in small groups. It gives those teachers an 
opportunity to make public their concerns about the 
children in their classes. Their stories call us to 
move the debate about school reform away from the 
impersonal and mechanistic mandates about "basics" and 
basals toward an understanding of the complex reality 
of life in the classroom for the student and the 
teacher. This research presents the lived reality of 
women teachers and children in the Boston Public 
Schools. 
Their stories, made public, beg us to honor the 
complexity, diversity and pain present in the urban 
classroom. Adrienne Rich's advice to women students, in 
her classic article "Taking Women Students Seriously" 
(1979), applies to classroom teachers also. 
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ihortUSsimolve^ yo" talents and aspirations 
£croI?Sahofi exP®ctations, drown in love and 
slaving1 ?°rk' live throu9h others, and 
1979 p 234)P CeS assigned to us- (Rich, 
This research has concentrated on women's 
interpretation of their own experience, for in order to 
affirm the feminine voice, we must first hear it. 
Gilligan's metaphor of "the different voice" is an 
appropriate one for a feminist perspective on 
educational reform and transformation. 
These women seem able to answer the ironic question 
of Freud, "What does woman want?". They want to be 
heard. They want to have their perceptions and 
knowledge, based on years of experience and care, 
and acknowledged by the larger society. These 
middle-aged women have struggled and still struggle with 
the internalization of society's definition of them as 
lesser because they are women and elementary school 
teachers. Much of the conversation I had with the 
teachers centered on the desire they feel to prevent or 
at least lessen the damage disadvantaged children are 
subjected to. Although they do not claim to be 
feminists, their concerns for their powerless students 
are feminist concerns, embedded in feminist theory that 
232 
nakes personal, daily concerns the matter of political 
debate and action. 
Part of the tension of being a mature, intelligent 
woman today is the need to affirm the ethic of care of 
self as well as care of others. The voices of these 
teachers say, "I think", "I know", "I need". Their 
voices alert us to their abandonment of the traditional 
ethic of self-sacrifice and self-abnegation for so long 
urged on women as the ultimate goodness. These teachers 
operate from an ethic of care, (Gilligan, 1982) which 
includes care of and responsibility to the self as well 
as the care of others. 
These new voices are powerful, yet they are not 
often heard. They remind us of the complexity and 
interconnectedness of reality in the urban classroom. 
Crime, school dropout, teenage childbearing, 
drug abuse each of these and other major 
problem behaviors of adolescents can be 
studied separately, but in the real world they 
interact, reinforce one another, and often 
cluster together in the same individuals. 
Recent research has determined ... the damage 
that begins in childhood becomes visible in 
adolescence and reverberates throughout a 
community as part of an intergenerational 
cycle of social devastation. (Carnegie 
Quarterly, 1988, p.2) 
In past research the absence of emotion and 
personal involvement of many researchers has been 
detrimental to educational reform theory. Admittedly 
it is dangerous to use personal experience as the basis 
for theory, but there is as much, if not more, danger in 
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relying on abstract definitions, impersonal mandates and 
statistical analysis. it has been part of the arrogance 
of patriarchy that a person, usually a man, can presume 
to impose a cure or a pronouncement of justice from a 
distance. 
Chapter 1 
Summary. This work has been primarily analytical 
and descriptive. It has invited a feminist 
understanding of the conditions in the elementary 
schools of Boston. It has not addressed the question of 
how to engage the educational institution in order to 
bring about the necessary changes which this implies. 
Before summarizing these changes, it is necessary to 
recall the educational context from which these teachers 
speak, the milieu of the BPS. 
Throughout American history/herstory, Boston has 
been a major port of entry for peoples of many races, 
nations and cultures. Currently there are bilingual 
classes taught in at least ten languages in the BPS. 
Some of these immigrant groups are: Cape Verdeans, 
Chinese, Eastern Europeans, Greeks, Haitians, Irish, 
Italians, Jamaicans, Puerto Ricans and Southeast Asians. 
Too often in the city's recent history that diversity, 
along with issues of race, has been used to excuse an 
unresponsive educational system. The Boston Public 
Schools are in urgent need of renewal in order to 
respond to a very diverse student population. Financial 
austerity, fifteen years of constant disruption, and 
depleted support services for teachers and students have 
produced feelings of alienation and distrust among 
parents, faculties, administrators and students. The 
schools serve an economically disadvantaged population. 
Systemwide, 26.2% of the students live in federally- 
owned or -assisted housing; 50% qualify for free lunch; 
41% are members of families receiving Aid to Families 
with Dependent Children. 
Fewer than five out of every 100 students who enter 
the ninth grade in Boston's fourteen non-exam high 
schools graduate from four year colleges. (Guinev, 
1989, p.l) 
The schools have well-documented and severe 
problems. The students and the teachers encounter 
enormous social and educational problems daily. They 
work under constant and multiple stresses. This 
research has focused on what the elementary school 
teachers have had to say about their lived experience in 
the schools for fifteen or more years. 
The historical and statistical information 
presented in Chapter 1 provide only part of the context 
of the reality of the Boston Public Schools. The voices 
of the teachers, hitherto unheard and unasked for in 
scholarly research, reveal another way to view the 
reality of their working lives and the lives of their 
students. Hopefully, listening to the personal stories 
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Of the teachers, in conjunction with the historic, 
demographic and economic facts, will call forth in each 
Of us a moral response, a resolution to do something to 
improve our public, urban educational system. 
Conclusions. There now exists in the BPS, 
influenced by society at large, a debilitating 
patriarchal system. The history of the school system 
amply demonstrates the sad effects of such a system on 
the children and teachers. The Boston Teachers Union 
must address these effects with as much passion as it 
does the issues of salaries and job security. The 
elementary school teachers must develop a series of 
strategies, including networking, that will allow them 
to exert more influence on the union leadership, the 
school administration, the city council and other 
professional networks to become participants and change 
agents in school improvement. 
It is clear that the problems that have afflicted 
Boston and its schools for over twenty years and the 
solutions that have been posed to solve these problems 
have vitally affected the teachers in the schools. Yet, 
it is just as clear that the teachers have not been 
included in the problem-solving process; this is a 
feminist issue as well as an educational one. 
Involvement of the teachers in the on-going decision¬ 
making is crucial to any programmatic effort in the 
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system. This involvement must be real, that is, it must 
be a clearly defined mechanism for the voices of the 
teachers to be heard. 
Chapter 2 
Summary. Chapter 2 reviewed feminist scholars who 
have been concerned with the restructuring of the 
theory-making process and the decision-making process of 
education. It is clear that the classroom teacher has 
been left out. The absence of the voice of the veteran, 
female teacher is an example of the prevalence of the 
unexamined patriarchal assumptions about the structure 
of our societal institutions. There is a pervasive 
mind-set in our society of "the female as inferior" 
which all of us have internalized to some degree because 
of our education and socialization. Feminist scholars, 
among others, are now giving us the intellectual 
framework with which to value and appreciate diversity. 
A feminist critique of existing knowledge is a 
relatively new tool in understanding human development. 
This chapter gives an overview of psychological theories 
of adult development and feminist theory. 
When any group is not included in making the 
definitions they are expected to live with, it is easy 
for those in power to marginalize them, to discount 
their muted attempts to be heard and taken seriously. 
This patriarchal process is not reserved only for women 
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but applies to any group that can be defined as "other", 
as different. it has worked in the past to support 
colonialism, attempts at racial extermination and can be 
seen presently at work in the way those in power are 
treating the natural environment. The roots of these 
patriarchal assumptions are beginning to be analyzed in 
all disciplines with far reaching implications. 
Feminists are pointing out that knowledge and the 
production of knowledge have been far from objective. 
The academic canon does not represent the concerns or 
the accomplishments of the whole human race, but it does 
reflect those who make the decisions about what to 
include - from whose poetry, to which scientific 
experiments are worthy of funding, to who should be 
recognized for which accomplishments. This patriarchal 
substructure of our society is not limited to 
intellectual life but is evident, when pointed out, in 
all aspects of our lives; and it is not accidental. 
Current feminist scholarship is pointing out how the 
contributions of women and other groups, such as Native 
Americans and Afro-Americans to name only two, have been 
erased, ignored, ridiculed and trivialized. This 
feminist scholarship cuts across all disciplines and 
"human" endeavors from the study of the Judaeo-Christian 
scriptures with Elizabeth Schussler Fiorenza's phrase, 
"a hermeneutic of suspicion", to an analysis of 
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"technological expediency" in modern childbirth 
practices. (Bernum, 1989, p.115). 
My examination of the structure of the educational 
system revealed deep patriarchal bias in the content and 
practice of that institution. My long experience and 
scholarly orientation has led me to a feminist critique 
of the failure-to-thrive atmosphere in the elementary 
schools of the City of Boston. 
Conclusions. If transformation is to take place in 
the BPS, then a feminist perspective is a crucial 
element of the process. The feminist perspective has 
been built on the closely woven fabric of 
interdisciplinary scholarship that will help rid the 
system of assumptions that marginalize women, teachers, 
people of color and children. 
The feminist perspective can not be heard unless it 
is proclaimed publicly. Organizational networks, such 
as the National Women's Studies Association, and 
feminist groups must reach out to the urban teacher so 
they can work in coalition and foster the understanding 
and implementation of a feminist agenda. 
Local universities must incorporate women's studies 
into their teacher preparation programs and should be 
exhorted to sponsor conferences and workshops on 
feminist issues for the classroom teacher. 
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Chapter 3 
—mi"arY' As a feminist, and as an elementary 
school teacher, I am interested in understanding the 
lived experience, the world of everyday life, of the 
elementary school classroom teacher and student in 
Boston. In order to understand that reality I became 
acquainted with various historical, statistical and 
qualitative methods of collecting data and chose a 
phenomenological research styles as most compatible with 
my feminist orientation. Most simply put, phenomenology 
has to do with a description of the lived and complex 
reality of another person and a respect for that 
person's perception of her/his own reality. 
The methodology used in this research was a series 
of in-depth interviews; I prefer to call them 
conversations or shared reflections because I did not 
steer or guide the topics introduced, however, I often 
asked for clarification and examples. In trusting the 
revelations and the direction of the teachers and their 
construction of the issues to be raised, I found a 
dynamic energy, honesty and love that I was not prepared 
for. Most often my only request was to ask for a story 
to illustrate a point or to share one of my own stories 
in response. "Phenomenological research has been called 
the "science of examples." (Bergum, 1989, p.10) 
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Because most people in the United States have been 
through elementary school they feel they know all there 
is to know about it. This research focuses on what some 
of the veteran women elementary school teachers in 
Boston Public Schools know from their extensive personal 
and professional experiences. What they know about 
children, about life in the city classrooms and about 
themselves challenges the knowledge of schools that is 
often taken for granted. They give us another voice, 
another source of knowledge gained in intimate 
relationship. 
Phenomenological methods generate and honor 
different voices", diversity and different 
perspectives as sources of richness, not as problems to 
be overcome. I say with Robert Kegan: 
I believe East can talk to West and 
West to East, that man can talk to 
woman and woman to man - if neither 
makes its particular pole-preference 
[the] ultimate; if neither forces 
the other to be known in its 
language; if each recognizes that 
its language is only relative to the 
ultimate language they both share. 
(Kegan, 1982, p.209) 
Conclusions. A phenomenological approach to 
understanding the experience of the elementary school 
classroom teacher is a valid and effective method for 
uncovering the real concerns of the practitioners, the 
areas they identify as needing attention and action. 
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The fact that the researcher is identified with the 
group being researched does not mean the study is 
ed, it is a limitation just as being a stranger is a 
limitation when one is asking another to share personal 
reflections. The participants trusted me immediately; 
they knew that my purpose was not to blame them but for 
us to reflect together about our lives in the city 
classrooms in order to understand the experience better. 
For it is in understanding and articulating the 
importance of our lives that we will begin to reclaim 
and exert our power. 
Chapter 4 
Summary. "Telling our stories" is a phrase that is 
fraught with meaning; it is very different from 
answering questions in an interview. To tell your story 
is to name your reality from your own perspective, to 
honor your perception of what is rather than acquiesce 
to what authority tells you should be. The acts of 
speaking and listening are empowering for those who have 
not been part of the meaning-making ranks of our 
society. Those who speak from beyond the mainstream 
challenge those who hold power. 
The authority from which these teachers speak 
comes from their experience, from their long-time and 
intimate contact with their students. Their personal 
stories reveal a public concern for child care 
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facilities, for humane living conditions, for a 
developmental, integrated curriculum, for personal 
safety and educational opportunity for young children, 
and for a society that will honor childhood. They speak 
the school routines of promotion, testing, and 
ategorizing young children and they question these 
ordinary, traditional practices that divide children 
into competitive, alienated groups as if the reason for 
their existence is our work "on" them or their place in 
the job market. Through sharing their own stories, 
asking their questions, they are beginning to 
collectively realize that their individual painful 
experiences are not a result of personal failure but are 
experiences shared by other teachers and related to 
systemic issues. These issues are also of deep moral 
concern to people outside of the school system. 
Breaking their silence is a political act calling for 
societal reexamination and change of the urban 
educational system. 
This dissertation continues the feminist tradition 
of inviting discussion; it does not pretend to have the 
definitive answer to the woes of the Boston Public 
Schools. It offers a perspective, that is not new to 
the teachers, but that has not been made in a public 
voice before. This dissertation invites discussions to 
move toward a more inclusive, mature understanding of 
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how the intimate knowledge and insights of the veteran 
elementary school teacher can be used for school 
inprovement. Fresh insights into the importance of the 
work of teaching young children will help empower 
teachers so that they may challenge the prevailing 
hierarchical structures that benefit from keeping them 
silent. 
These teachers exhibit an intuitive depth of 
understanding that cuts through the layers of past 
practice, of unexamined assumptions that are no longer 
"working" for their students. They speak of their 
students as they are poor, hurt, and often hostile - 
not as we are stereotypically told a child should be 
obedient, sweet and compliant. When we ask women 
about real-life moral choices they make we discover, as 
Carol Gilligan did in her now classic study, in a 
Different_Voice (1982), that women do their moral 
reasoning in a very relational, looking-at-the- 
consequences manner. 
The integration of the voices, the insights and 
experiences of women into those subjects to be 
researched will yield a more equitable way of seeing the 
world and repairing the damage of patriarchal myopia. 
Gloria Steinem gives us an apt illustration of this in 
Outrageous Acts and Everyday Rebellions, (1986). Now 
"[w]e have terms like sexual harassment and battered 
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women. 
A few years ago, they were just called life." 
(Stemem, 1983, p.149) The voices and the stories of 
women challenge the status quo not only in content but 
in method also. Feminists have pointed out that what is 
problematic for one group is often invisible to other 
groups. These teachers reveal the problems they have 
identified in the city classrooms. The traditional 
claim for scientific objectivity which is based on the 
separation of theory from practice, or research from 
passion must be set aside in favor of a feminist 
consciousness of how we can be together in the world 
"without hurting anyone" (Gilligan, 1982). When we can 
integrate emotion, pain and joy, insights and experience 
into cognitive, analytic processes we will be closer to 
creating vital social systems rather than perpetuating 
patriarchy. 
Conclusions. Elementary school teachers in Boston 
are at-risk. Their emotional well-being is precarious 
due to factors within the schools, such as, the constant 
focus on test-scores, a single basal reader and a lack 
of consultation in policy decisions. They are at-risk 
also because of societal factors that allow the 
conditions of poverty, violence and neglect that so many 
of their students are subjected to. Professional 
development programs, scheduled within school hours, 
must be organized, under the control of the teachers, to 
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provide them with the skill <3 ann ~ 
e skills and resources they need at 
this point in their careers. 
Veteran teachers, with years of experience and 
expertise, are a valuable resource with valuable 
contributions to make in the areas of new teacher 
training, restructuring school procedures and developing 
programs, among others. 
One of the legacies of patriarchy is the 
atmosphere, existing in the BPS, that discourages 
criticism no matter how effective or constructive. Both 
administrators and teachers need expert facilitators and 
intense practice to create an atmosphere in which 
criticism is valued and acted upon. 
Recommendations for Further Study 
[We] cannot afford to listen only to the 
expert and the star. [Our] ear is tuned to 
the heart of the community, thus allowing for 
a totally new break-in that cannot be 
predetermined, manipulated or controlled by 
any one mind or by might. (Morton, 1985, 
p.116) 
The Boston Schools are a local example of a 
national problem. There is constant media attention to 
the problems that afflict schools in the nation's urban 
centers. This study of the elementary schools of Boston 
and its veteran teachers could be replicated in city 
after city. A phenomenological methodological approach 
would be just as valid at middle and high school as at 
the elementary. Perhaps in this way, problems might be 
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identified that are specific to a particular locale and 
practice of lumping urban together and declaring 
national crises halted. 
A study of a rural or suburban school district 
employing the same methodology as employed in this 
dissertation might prove a valuable contrast to this 
present study of Boston. Has the rural school preserved 
what has been lost by the big city schools or is it but 
a smaller model of its metropolitan counterpart? 
If we sincerely want to uncover the hidden reality 
of the schools, then the male teachers, the new 
teachers, the paraprofessionals, the principals and 
administrators need to be listened to just as the women 
in this study. Stereotypes and myths abound, assumptions 
go unrecognized and unexamined. Only a careful 
listening will allow the truth to surface. 
I would be very interested to hear the reflections 
of students, beginning at about age nine, about who 
their best teacher was and why they made that judgment. 
I think we would uncover some fascinating components of 
what it takes to be a "good teacher." This kind of 
study could become a longitudinal project that would 
return to the same students at different ages, going 
well beyond school age. At each session the 
interviewee would be asked to recall some memories of 
the teacher mentioned during the first interview. 
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There are numerous other studies that are 
suggested by this dissertation. There are elementary 
schools and classrooms in Boston that are oases; what 
makes them that way, do they last? They should be 
studied and revealed as models. There is a great need to 
share models that work among teachers and among women. 
So much of women's work goes unacknowledged and 
unrewarded that efforts to gather and make public this 
mending and making of the social fabric is highly 
recommended. 
When these women were asked to speak about their 
experiences new educational issues emerged that require 
study. How does a teacher create a climate of trust so 
that a child will "tell what her mother's boyfriend did 
to her"? Will a math curriculum built from newspaper 
advertisements be more successful than a predetermined, 
"testable" curriculum? If a child needs extra time to 
complete a grade why can't s/he have it without the 
stigma of being "kept back?" Why are schools 
institutions that segregate children from the rest of 
society? Who are all the tests for - the businesses 
that design and sell them? The managers who keep the 
records? Or the children? 
Who will ask women in the other "women's 
professions" about their daily reality? What do branch 
librarians, social workers and staff nurses have to tell 
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US about our institutions? How do these women keep up 
their strength to keep serving the public? How can the 
structures o£ our institutions be altered, reformed and 
transformed to be more responsive to the needs of 
different groups of people? Where do they see wasted 
funding and where would they allocate financial 
resources in these times of reduced revenues? How can 
the structures and institutions of our society, that so 
often go unexamined, be altered, reformed and 
transformed, to be more responsive to the needs of 
different groups of people? 
This model of sharing and analyzing reflections on 
the meaning and reality of work would also be a rich 
source of information if used with other groups of 
people. How do retired teachers construct the meaning 
of their careers? Would different issues surface if 
teachers of one race shared their reflections with one 
another in this type of context and then made those 
reflections public? Would Afro-American and Latina 
women introduce racism as a more central concern if they 
were speaking from the racial/ethnic perspective as well 
as from the identification of gender and profession? 
Postscript 
When our culture can validate the complexity and 
diversity of ordinary life whole new areas of study and 
investigation will arise. 
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Idea® 1?her«hin9 S™Ple °r easy about tut. 
tr.,fh ,There ls "o "the truth," "a truth" - 
is an iS n0t ?ne thin3- °r even a system it 
the carnete?sln9 complexitY- The pattern of 
closelv or surface- When we look 
of fh/i' r when.we become weavers, we learn 
overall pattern^the ^hraads un3een in the 
the carpet. (Rich, ?97?? p.™ th6 Underside of 
The conversations of the teachers in this 
dissertation have suggested many areas for 
implementation. Their dreams and visions beg to be 
attempted and made real. Who will commit to creating, 
sustaining and evaluating an inner city school that is 
truly hospitable to parents and that will put all its 
energy and resources into a nurturing environment for 
teachers and students? When will professional 
development, research and reflection time for teachers 
be seen as priorities? How can elementary school 
teachers design measurement practices that serve 
students rather than disempower them? What kind of 
appeals can be made to tax payers and policy makers to 
provide afterschool care and day care for children? 
What networks or groups will assist teachers in gaining 
the power and ability to bring about the changes they 
need for themselves and their children? 
Elementary school concerns reverberate far beyond the 
classroom. As I finish the requirements for a doctoral 
degree in education and begin my third decade of work 
with students, teachers and administrators in the Boston 
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Schools, I have acquired the perspectives of an 
active practitioner as well as a research scholar. My 
experiences as well as my reading and research have led 
me to rethink and reimage the role of the elementary 
teacher in the urban classroom. Teaching in 
ton is more than an intimate connection to twenty- 
something students a year; it is a public affirmation 
that these children matter. Urban teaching is a way of 
living rather than a way of making a living. This 
career does not offer security, status or comfort; it 
offers a chance to become part of the struggle to 
maintain life, to be part of the human work to maintain 
and create sources of safety, of beauty, of knowledge 
and of power. Teachers are part of constructing the 
future, of reshaping history and herstory. Elementary 
school teaching is, at its best, both a call and a 
response, a sign of hope and of possibility. 
Sharing our stories in this dissertation, making 
our lives in the classroom public is a beginning step in 
the feminist process of reclaiming our power to analyze 
and to transform our world. 
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APPENDIX A 
STUDENT ACHIEVEMENT ON METROPOLITAN ACHIEVEMENT TESTS 
Another way to document the dire need for a program 
of revitalization in the Boston Public Schools (BPS) , is 
to look at a relatively recent analysis (1986) of Boston 
Public School student achievement on the Metropolitan 
Achievement Tests. 
This year our students scored above the national 
median for reading in only 2 of the 12 grades and 
or math in only 5 of the 12 grades Despite the 
rdq13!19^10113 f°r the scores' the fact remains that 
BPb students do poorly compared to other students 
(nationally). Scoring below the 40th percentile in 
reading indicates that a student needs remedial 
help. BY THAT MEASURE, 46% OF ALL BPS STUDENTS 
NEED REMEDIATION AND PROBABLY CANNOT READ THEIR 
TEXTBOOKS WITH UNDERSTANDING. The results are even 
more discouraging if one notes that most bilingual 
students and students with severe special needs are 
NOT tested. 
Discouraging, too, is the continuing disparity in 
scores among students of different races. By the 
12th grade, the median reading score for white 
students is 67, and for black and Hispanic 
students, 27. Of the 2, 164 seniors tested last 
spring, 896 - including 656 black and Hispanic 
students - could be termed functionally illiterate, 
scoring below the 20th percentile on the test. 
(Citywide Educational Coalition, 1987) Capitals not 
added. 
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APPENDIX C 
SUPERINTENDENTS OF THE BOSTON PUBLIC SCHOOLS SINCE 1963 
William Orhenberger 
William Leary 
Marion Fahey 
Robert Wood 
Paul Kennedy 
Joseph McDonough 
Robert Spillane 
Joseph McDonough 
Laval Wilson 
1963 
- 1972, retired 
1972 
- 1975, resigned 
1975 
- 1978, resigned 
1978 
- 1980, dismissed 
1980 
- 1981, died 
1981 
- 1981, acting 
1981 
- 1985, resigned 
1985 
- 1985, acting 
1985 
- present 
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appendix d 
brief history of integration in the bps 
In 1971 the federal Department of Health, Education 
and Welfare (HEW) began an eighteen month study of 
segregation in the Boston schools and found duality was 
contrived. The segregation found in 1965 was worse in 
1971. When HEW threatened to cut off $10 million in aid 
to the schools. Mayor Kevin White chose to join the 
constitutionality fight over the Commonwealth's 1965 
Racial Imbalance Law, which allowed state aid to be 
withheld to schools that exceeded 50 percent nonwhite 
students. After countless attempts to make the 
administration of the schools accountable to the needs 
of their children. Black parents joined together with 
the help of the National Association for the 
Advancement of Colored People (NAACP) in filing a suit 
in behalf of Tallulah Morgan and other plaintiffs 
representing Black parents and their children who 
attended Boston Public Schools. In March of 1972, in 
Federal District Court, they charged "The Boston School 
Committee and State Board of Education with violating 
the equal opportunity guarantees of the 14th amendment 
to the United States Constitution by maintaining a dual 
school system" (Metcalf, 1983, p.199). At that time 
there were 83,000 students in the schools. 
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In February of 1973, United states District Judge 
Arthur Garrity Jr. began the trial in Suffolk 
Superior Court and ordered Boston to prepare a 
desegregation plan to eliminate segregation in all 
schools that were more than 50% Black. The plan drawn 
up by the state Board of Education was adopted. In 
March, the BPS began to notify parents in South Boston 
and Roxbury of new school assignments "causing the city 
to rock with rancor and painful outcries." (Metcalf, 
1983, p.204) In June of 1974, Judge Garrity, in a 153 
page opinion loaded with statistics found the Boston 
Schools and the State Board of Education guilty of 
violating the rights of Black children and ordered 
Boston to implement the limited desegregation plan which 
the State had ordered. This Phase I was directed toward 
South Boston and Roxbury, two of the poorest and most 
segregated areas of the city. 
Among the problems that Garrity cited was the fact 
that: 
black teachers were segregated ... 75 percent 
of Boston's black teachers were in schools 
more than 50 percent Black, ... as of 1972- 
73, no black classroom teacher, permanent or 
provisional, had ever been assigned to eighty- 
one of Boston's 210 schools; and an 
additional thirty-five had only had one black 
teacher in any year since 1967-68, the 
earliest year for which figures were put in 
evidence." (Metcalf, 1983, p.201) 
In September 1974, Phase I of court-ordered busing 
began in Roxbury and South Boston. Several School 
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Committee members continued to try to frustrate the 
court efforts and were held in contempt of court. 
"Political and community leaders continued to assure 
their constituents that the Court order could be -fixed' 
like a traffic ticket." (Wright. 1986, p.13) Leadership 
was lacking on all levels, "government leadership was 
absent and the Catholic Church sent out mixed messages, 
while preaching justice they opened their doors to 
tuition paying students, mostly white." (Metcalf, 1983, 
p. 206) It was a time of shame and anger and fear in the 
city; there were many outbreaks of violence. The media 
agreed to restrain coverage of many of the incidents for 
fear of inciting more violence. I knew children whose 
buses were stoned while they had to ride crouched under 
the seats to return home and have the glass combed out 
of their hair. It was heart-rending to see mounted 
patrols and motorcycle units of police in front of the 
public schools. The Boston Police, because of some 
internal union and political issues, were never trained 
how to cope with the problems of school desegregation. 
(They) openly opposed the implementation of Phase I. 
... Boston's first line of defense, the police, in case 
of violence, by taking sides, irretrievably cast 
themselves on the side of their tormentors." (Metcalf, 
1983. p.203) Robert Coles, a psychologist from 
Harvard and a recent MacArthur Fellow, was one of the 
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ame to the suffering in few to add insight rather than bl 
the city. He identified the issue as broader than 
racism; he said in Nelson's "Blacks, Whites and Yellow 
Buses" that the working class people of both communities 
were; 
doing the work for the bankers, for 
the politicians, for the ministers 
and priests ... for all the holier— 
than- thou sermons that have been 
delivered in Boston for the last 100 
years ... The ultimate reality is 
the reality of class, having and not 
having, social and economic 
vulnerability versus social and 
economic power - that's where the 
real issue is. (Nelson, 1974. p. 
1029) 
The School Committee refused to submit Phase II of 
the desegregation plan, in which all sections of the 
city, except East Boston, would be integrated. Judge 
Garrity had ordered the Phase II plan to be delivered by 
December 16, 1974 for implementation in September, 1975. 
In light of this refusal, the legal counsel for the 
School Committee resigned, HEW announced a cut-off of 
federal funds and the School Committee offered an 
"unpromising" plan in January of 1975. Judge Garrity 
appointed six outside "masters" who wrote for him a 
Phase II plan by April of 1975. "Judge Garrity and the 
experts were not without faults. Drs. Dentler and Scott 
deserve the charge of arrogance levied at them from all 
sides_" (Wright, 1986, p.13). There were now 72,000 
students in the school system and 24,000 would be bused. 
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By September of 1975 the whole school system was 
effectively put into receivership and the court 
proceeded to issue 400 orders to correct the existing 
situation of "inferior education". 
The court ordered that busing be expanded citywide, 
with the exception of East Boston. The city was divided 
into "geocodes", that is geographical areas determined 
along racial lines. All children were assigned to a 
school based on their race and home address. 
Neighborhood schools were gone, - a move that was 
hopeful for some families and sad for others; for the 
school staff it was chaotic. 
For the opening of school in 1975 "the mayor called 
on 1,000 city police, 250 state troopers, 250 state park 
police and 600 members of the National Guard" Metcalf, 
1983, p.210). In general, schools had several new staff 
members, and an almost totally new student population to 
assimilate, as well as a newly appointed superintendent. 
A great portion of school time was spent 
maintaining safety and order. Every school, depending 
on size, was assigned one or more transitional aides, a 
person whose job it was to guard the main entrance to 
the school and to prevent racial violence. Boston 
Police and Boston School Police were assigned to guard 
the children as they boarded or exited the buses at 
school. 
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In June, 1976 the United States Supreme Court 
upheld Phase II refused to review appeals by the School 
Committee, Mayor White, the Boston Home and School 
Association, and the Boston Teachers Union. Legislation 
had indeed halted segregation in the BPS but the 
affective domain of school experience can not be 
legislated; it is an essential component in any viable 
educational environment. 
To this day, many veteran teachers have not had the 
opportunity to systematically reflect on and understand 
the tremendous affect these issues and upheavals had on 
their lives and the lives of their students. "The court, 
through Garrity, could erect a temporary wall to hold 
back the sea of opposition (to integration), but 
eventually, the waters would have their way, to consume 
the barrier or leave it standing." (Metcalf, 1983, p. 
217) Today, teachers have no less need to confront 
racism, sexism and classism that is operative in our 
society and in our schools. 
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appendix e 
STUDENT DEMOGRAPHICS 
This presentation of the demographics of the 
students in the BPS is intended to give the reader 
another understanding of the complexity of the 
educational environment in which Boston teachers work 
and the enormity of the educational and social problems 
they face daily. An analysis of these facts will 
demonstrate that Boston teachers must cope with 
tremendous diversity. 
The BPS has 58,600 students in: 
kindergarten.7,800 
elementary school.22,100 
middle school.12,100 
high school.16,600 
who are: 
Black. 48% 
White. 26% 
Hispanic.18% 
Asian. 8% 
and are assigned to: 
regular classes.67% 
special education.19% 
bilingual classes.14% 
Boston's public school population is unique. Though 
they represent only 7% of all the public school students 
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in the Commonwealth, BPS students include: 
49% of all the black students in public 
schools in the state 
37% of all the bilingual students in 
public schools in the state 
24% of all the Hispanic students in 
public schools in the state 
12% of all the students with severe 
special education needs in public 
schools in the state 
19% of all children on A.F.D.C. (Aid to 
Families with Dependent Children) 
(Citywide Education Coalition, 1987) 
Boston s student population is in 76 elementary 
schools, 21 middle schools, 17 high schools and 4 
special needs schools. Austerity, constant disruption, 
fear and bigotry drove large numbers of non-minority and 
middle class students from the system. The schools 
serve an economically disadvantaged population. 
Systemwide, 26.2% of the students live in 
federally owned or assisted housing; 50% qualify for 
free lunch; 41% are members of families on A.F.D.C. 
Over the last twenty years, there has been a 
dramatic increase in the diversity and needs of the BPS 
students. Teachers face classes with an awesome range 
of academic and social challenges. 
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APPENDIX F 
guide questions for teacher interviews 
PILOT STUDY 
NOVEMBER, 1987 
How long have you been teaching? 
What degrees do you have? 
What levels have you taught? 
- How old are you? 
During those — years, can you identify any 
£h»?1™LP°lntS i” y°Ur career? Any particular moments 
a3de Y2U Change or grow or made you different? 
Helped you become the person you are now? 
What supports do you feel you need in your 
professional life now? Do you think the administration 
nas an obligation to your professional development? 
What are the academic or professional or personal 
areas that you would like to explore at this time in 
your career, or your life? 
- Imagine any ideal experience that would help you 
become a better teacher. Tell me about it. 
- Describe a wonderful teacher for me. 
- What differences do you see in yourself from the 
time you began teaching? 
- How have your years in the Boston Schools 
influenced your life? 
- What kinds of things or programs would help 
people who have been teaching for twenty years or more? 
- ALSO QUESTIONS THAT WOULD SUGGEST THEMSELVES 
BECAUSE OF THE DIRECTION OF THE CONVERSATION. 
DISSERTATION QUESTION 
SCHOOL YEAR 1988-1989 
What has it been like for you teaching in Boston 
all these years? 
263 
APPENDIX G 
DISSERTATION ABSTRACT FOR HUMAN PARTICIPANTS, FORM 7A 
The Urban Elementary School Teacher: 
A Feminist Analysis of Intervipu^ 
school 'tearwia C'nM°rriS' have been an elementary 
sabbatical B<?Ston since 1966* I am currently on 
the universitv of m flni!h mY doctorate in Education at 
has been on tL L?! aChrettS at Amherst* My research 
h , e veteran, female, elementary school 
teachers who faces increasing multiple demands and 
decreasing opportunities for shared power in school. 
. . 1 w°uld like to use the voices of veteran female 
teachers in Boston to document the complexity and 
intensity of the daily life that a teacher faces in the 
urban classroom. I believe that listening to the voices 
of experienced teachers about their concerns is the 
first step in any attempt at renewal or revitalization 
for our schools. 
I will be happy to give you a copy of my 
Comprehensive Qualifying Papers on the above subjects, 
and/or share articles with you and the dissertation when 
it is published. 
II. You are being asked to be a participant in the 
research of a colleague. We will schedule three 
interviews of approximately an hour, at your 
convenience, in a setting that will be free from 
interruption. The first interview will be an 
introduction and to answer any questions you may have. 
The second interview will be about why you chose 
teaching and some of your stories and experiences in 
school. The third interview will explore what teaching 
in Boston means to you and any ideas you have to improve 
the schools. 
These questions are to stimulate your memories and 
reflections about events in your career. 
III. The interviews will be audio-taped and later 
transcribed in order to be analyzed in light of recent 
feminist scholarship. I plan to use direct quotations 
in my dissertation and possibly in published articles, 
in workshops or presentations. 
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assaa^-« 
yA fhr-^erm°re' while having consented to participate 
1GW process and having done so, you may 
withdraw your consent to have specific excerDts from 
oreL^^rVieWS,USed in any Pri"ted » SSl 
fina^interviews.Y°U "°tify ^ "ithi" thirty days °f the 
thA ? thlS f°rm Y°U are peeing to the use of 
the materials from your interviews as indicated in III. 
If I want to use the materials from your interview in 
any way no consistent with what is stated in III, I will 
contact you to get your additional written consent. 
V^’ In this form, you are also assuring me that you 
will make no financial claim on me for the use of the 
material in your interviews. 
VIII.Finally, in signing this you are thus stating that 
no medical treatment will be required by you from the 
University of Massachusetts or me should any physical 
injury result from participating in these interviews. 
I' _____, have read the 
above statement and agree to participate as an 
interviewee under the conditions stated above. 
Signature of Participant 
Date 
Interviewer 
Patricia C. Morris 
17 Whitney Street 
Brookline, MA 02167 
(617) 734-6947 
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Appendix H 
BOSTON PUBLIC SCHOOLS PERFORMANCE 
Ellen Guiney, Mayor's Education Advisor, Boston City Hall 
system in imL?eC°ndDn’OSt Sostl* urban school 
Duon thanA fn Boston spends far more per 
to real nr ° systems that are on the road 
to real progress. 
no£hhavnU?neVV!!r 5400 milli°n students still do 
th® fe§oks they need to learn. Boston 
spends nearly $800K a year on School Committee 
staff. Converting that cost to books would 
increase book funds by a third. Lack of books is 
the most common complaint among teachers and 
parents. 
While school spending went up $120 million in the 
last five years, twice the rate of inflation, 
performance and enrollment stayed the same. 
The State Department of Education has placed 
Boston's vocational education system on probation. 
Unless there is dramatic improvement by the end of 
the school year Boston's vocational system could 
lose its state certification. 
The BPS has been unable to end a thirteen year old 
special needs non-compliance court case, despite 
spending nearly $100M a year on 11,400 students. 
Special needs parents have stated that they will 
soon seek receivership. The state monitor has 
recommended withholding federal special education 
funds. 
Despite knowing since February, 1986 that there 
were 4,000 excess high school seats the School 
Committee did not act to close schools until the 
very last minute. After rejecting closings 
proposed earlier by a commission it had created, 
the School Committee voted for a package of school 
closings it had seen for the first time an hour 
earlier. The elected Zone Planning Councils were 
never consulted. 
Nearly 1,600 of the 4,000 students who entered the 
ninth grade six years ago dropped out. 
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One third of the current BPS seniors are 
thirtie?hllY illiterate' scoring below the 
ra f h Percentile on a standardized test. The 
ate is worse for Latinos, 44%, and for blacks. 
theenin?hnarad! outRof 100 students who enter 
_ h g a<^e ln Boston s fourteen non-exam high 
chools graduate from four year colleges. 
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